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ABSTRACT 
Analysis of the effect of Continuous Professional Development (CPD) teachers 
program on the performance of primary school teachers was the focal point of this study. The 
objectives of the study were: to evaluate the opinion of head teachers, peer teachers, & 
students about the improvement in the teachers’ performance as a result of CPD; to evaluate 
the performance improvement between the teachers of urban and rural localities; to analyze 
the performance improvement of teachers of four selected districts. The population of the 
study was all the Govt. boys’ primary schools of the twelve districts of Punjab, Pakistan. 
Sample was taken with the help of multistage cluster random sampling technique due to 
practical reasons because population had a nested structure. Firstly 4 (33%) districts were 
selected randomly out of 12 districts. Secondly 344 (10%) schools, out of 3158 Govt. boys’ 
primary schools, were selected randomly. Thirdly a cluster comprising eight respondents 
(one head teacher, two peer teachers, and five students of the 5th grade) was randomly 
selected from each and every school for the collection of data. The total number of 
partakers/respondents (344 heads, 688 peer teachers, and 1720 students) in the study was 
2752. Three different questionnaires were used for the collection of data. Data were analyzed 
by using Chi-Square statistic. Findings of the study revealed that more than eighty percent 
respondents were agreed/strongly agreed about the `improvement in the teachers’ 
performance as a result of CPD, the district Okara was at the highest position while district 
Faisalabad was at the lowest, and urban locality was on a higher position than rural locality 
regarding the impact of CPD. Recommendations of the study were made on the basis of 
research findings that similar experiments must be performed to evaluate the effects of CPD 
on teachers’ performance within the remaining districts of the Punjab, Pakistan. Research 
studies must be made to diagnose the causes of performance difference between the teachers 
of urban and rural areas. CPD training must be made compulsory for all teachers up to higher 
secondary level without any discrimination of gender. 
 
CHAPTER: 01 
INTRODUCTION 
Education concerns the whole man and the whole man becomes whole only when all 
aspects of his life—material, moral, social, spiritual, in fact all—are developed 
equally well. (Haq, 1990, p.6) 
For this development, primary education occupies the most important place in the ladder of 
education. The progress and achievement in the higher stages of education depends upon the 
effectiveness of the primary education. 
Haq further illustrates: 
A good teacher, in addition to being a philosopher, is a friend and a guide also. He 
remains constantly in search of permanent values of life because, by virtue of his rank 
of holding the greatest responsibility on this earth, colour nationality and the like to 
the higher concept of universal brotherhood of mankind. Viewed from this 
perspective, philosophy and education are not two different disciplines but one. 
(1990, p.15) 
 Philosophy of education enables learners to develop powers to analyze and judge adequately 
and to think critically about what they learn, and this leads to the development of thinking 
skills. 
The aim is not to teach philosophy to children but a procedure of improving children's 
thinking and feeling and drawing out the innate wisdom. Socrates believed that 
through dialogue each and person could come to an understanding of the issues 
involved for him. This makes the knowledge obtained from such an enquiry the 
pupils own. 
The teacher serves the humanities and helps to shape the destiny of the society. The 
teacher has a powerful and abiding influence in the formation of the character of the 
future citizens. The teacher acts as a pivot for the transmission of intellectual and 
technical skill and cultural traditions from one generation to another. Hence, effective 
training has to be provided to the student teachers. (Reddy, 2008, p.231) 
 The purpose of this training is to help improve the quality of school education by enabling 
teaching staff to undertake training other than that in which the partaker normally works. In 
this way, contributors are encouraged to improve their practical teaching skills and 
knowledge and to gain a deeper understanding of school education. 
Human beings are alone, ALLAH’s vicegerent, can be educated/instructed as well as trained. 
To educate means is to construct something in mind, while training is just giving exercise in 
particular skill to the point of habit formation. Thus, training, pre-service or in-service, is 
inevitable for the teachers because they are charged with the highest responsibility to train 
the will of a human being (Haq, 1990). Teacher training is essential to do a whole range of 
diverse jobs: to enable educators to improve the potential of their pupils; to serve as role 
models; to help transform education and trough it society; to encourage self-confidence and 
creativeness. Permanent or recurrent education, a widespread principle of modern 
educational theories, necessarily involves permanent or recurrent teacher training, as one 
cannot possibly think of ways of keeping educational institutions and programs up to date 
without implying the same process for teachers. The trainees should be identified in all 
practicing teachers. Such training programs should be recognized as an integral part of their 
activity; therefore, both as a right and as a duty. The different aspects of teacher training 
programs, especially their effects on the teachers’ professional performance, must be 
evaluated in order to remove their deficiencies and make them more fruitful for teacher and 
taught. 
1.1.  Statement of the Problem 
The performance of primary school teachers generally is not satisfactory (Haq, 2006). The 
researchers of the world are endeavoring to evaluate the impact of training on teachers’ 
performance in order to make primary education more powerful & effective and a lot of 
efforts have been done in this regard. The present study is also in line with the works of other 
researchers which focuses on the Effect of Continuous Professional Development (CPD) 
Framework on the Performance of Primary School Teachers. 
 
 
1.2.  Objectives of the Study 
The following were the objectives of the study:  
1. To evaluate the head teachers’ opinion about the improvement in teachers’ 
performance as a result of the CPD training. 
2. To analyze the peer teachers’ views about the professional improvement gained by 
the teacher as a result of CPD.  
3. To investigate the students’ opinion about their teachers’ performance improvement 
as a result of CPD. 
4. To evaluate the performance improvement of the teachers of urban and rural 
localities. 
5. To analyze the performance improvement of the teachers of the four selected districts. 
 
1.3.  Assumptions/Research Questions  
This study was guided by the following research questions:  
1. Do the head teachers think positively about the improvement in teachers’ 
performance? 
2. Do the peer teachers feel optimistically about the improvement in teachers’ 
performance? 
3. Do the students imagine encouragingly about their teachers’ performance 
improvement? 
4. Is there any performance improvement between the teachers of urban and rural areas? 
5. Is there any performance improvement among the teachers of the four districts? 
 
1.4.  Significance of the Study 
Primary education holds a fundamental position in order of importance because it is the first 
step for secondary and higher education which provides middle order work force and 
leadership in various fields of life respectively. Primary school teachers perform a vital role 
in the educational system of a Nation. The early years of the childhood are the learning years. 
Children learn not only skills in academic learning but also acquire habits and attitudes. This 
has long lasting effects upon the personality of children. “Training is conceived as an 
organized procedure by which people learn and acquire knowledge and skills for a definite 
purpose” (Oyitso, 1997, pp.94-106). “Training as the opportunity to acquire new skills and 
current knowledge required in carrying out various specialized tasks in their place of work” 
(Nwanchukwu, 1990). Thus, training is unavoidable for the teachers, especially primary 
teachers, because they are entitled with the premier duty to educate and build up the character 
of human beings. 
Therefore, it is hoped that the study would be of massive importance and is projected to add 
to the following. 
1. This study may be helpful for the policy makers, administrators and master trainers in 
planning more suitable and effective teacher training frameworks. 
2. This study may assist educational researchers, teachers and educationists for 
improving the quality of child’s learning which largely depends on the quality of 
primary teachers’ professional development. 
3. It may also be supportive for the future teachers as well as working teachers in 
developing positive attitude towards the teaching profession. 
4. The study may help to adopt remedial measures to mitigate the teachers’ performance 
differences between urban and rural areas in future.  
 
1.5.  Delimitation of the Study 
The study was delimited to the Govt. boys’ primary schools of four selected districts i.e. 
Faisalabad, Okara, Sargodha, & Sheikhupura, of the province of Punjab, Pakistan.  
Only researcher made three questionnaires were used to collect data from head teachers, peer 
teachers and 5th grade students of the Govt. boys’ primary schools.  
 
CHAPTER: 02 
 
REVIEW OF RELATED LITERATURE 
2.1. Concept of Education 
Education is a vibrant force because it affects each individual’s physical mental, emotional, 
ethical, spiritual, social, and economic development, rise and fall of any civilization and 
standards of living are directly linked with the education of its individuals (Anees, 2005).  
Islam gives great significance to education and teaches all the Muslims to pray for it: “O’ 
God, grant me more knowledge” (Akhtar, 2000). Seeking knowledge from cradle to grave is 
the saying of Mohammad (PBHU), (Mayriam, 1987). 
Formal and non-formal are two worldwide important modes of education. Formal system is 
one in which face to face learning is arranged in classrooms, institutions are structured and 
follow an arranged scheme of studies within the given time frame and academic calendar. 
Non-formal system is carried out, outside the framework of formal institutions like schools, 
colleges, and universities. No doubt both the systems have advantages and disadvantages 
(Anees, 2005). Formal system of education, because of diverse reason like overcrowded 
classrooms, high rate of increasing population, lack of basic educational and physical 
facilities, high dropout rate, poor quality of education, deprives the major population of 
availing chances to be enrolled in educational institutions. It alone cannot accommodate a 
great majority of those who wish to continue their education on one hand while earning on 
the other (Siddiqui, 1987). On the contrary, non-formal system is becoming an increasingly 
universal mode of education showing signs of maturity (Allana, 1985). 
2.2. Concept of Teacher Education & Training 
The terms ‘teacher education’& ‘teacher training’ are used interchangeably. Education is 
considered as being academic and theoretical in its orientation concerned with the 
development of whole person. On the contrary, training is specific, short term, and keyed to a 
set of recognized and measurable skills, knowledge, orientations and experiences (ADB, 
1992). A distinction can be made between training and education. Training has more specific 
objectives and attempts to minimize individual differences while objectives of education are 
more general and it maximizes the individual differences, it means that when people are 
educated the difference among them are increased and when they are trained, differences are 
minimized (Rao and Rao, 2005). 
According to Encyclopedia of Education, teacher education is an education and training of 
persons enabling them to become professional teachers (Frank & Wagnalls, 1987).  
The key function of teacher education is to train prospective teachers in order to meet 
challenges that they have to face in future in the class rooms, (Arends, 1994). Therefore, 
teacher training is an experienced phenomena organized to influence learning that creates a 
modification in knowledge, skills, attitude, and as a result in the teachers’ performance. 
Aims & objectives of teacher education are to acquaint the prospective teachers with the base 
of education and theories of learning, modern principles methods & techniques of teaching 
with special emphasis on children’s contribution and creativeness in teaching learning 
process, equip them with instructional skills and make them conversant with fundamental 
curriculum planning, (Govt. of Pakistan, 1995). Both formal and non-formal modes/systems 
of teacher education, in Pakistan, are running for preparing teachers at all levels.  
2.2.1. History of Teacher Training  
No formal teacher training organization was present among the primitive ages. First 
institution of teaching known to history is stated to have started in Egypt and the thought of 
teacher training initiated in France in 1672. In 1685, the first normal school was found by 
Abbede Saile at Rheims. Afterward, Pestalozzi developed formal pedagogical methods and 
Germany adopted numerous between 1872 and 1933 to protect the professional interests of 
teacher. Other countries of European came only step by step to realize the importance of 
trained teachers. For example, in England such training dates back to the start of the 19th 
century when the monitoring system was adopted. It was substituted by the pupil teacher 
system about 1840 (Hamidi, I962). Singh (1988) has enumerated the origins of teacher 
education as a teaching profession is as old as the human race. Although it has been with us 
for such a long time yet the professional preparation of teachers is probably a little less than 
two centuries old. It developed step by step and in distinct stages over these years. The 
historical ancestor of teacher training is the monitoring system which came off just 
accidentally as far back as 1789 at the hands of, the superintendent of a male asylum Anglo-
Indian orphan and destitute at Madras, Rev Andrew Bell. He discovered that in the face of 
shortage of teachers, the older boys taught their companions. The originality of Bell was 
accepted as a new latent method for eight long years at the asylum and later, in 1797 on his 
return to England, he established a school. 
In Pakistan, teacher education can be traced back to 1804 when two teacher training 
institutions were established at Karachi and Lahore and they provided non-formal teacher 
training programs. The institution at Karachi, in 1854, was made a normal school and it 
began to offer J.V. (Junior Vernacular) certificate while the institution of Lahore was made a 
normal school and offered J.V. certificate in 1856.  When Pakistan came into being, in 1947,  
the following were the programs for training of the teachers for different stages: J.V. (Junior 
Vernacular), 8 + 1 for up to grade five,  S.V. (Senior Vernacular), 10+ 1 for up to grade 
eight,  C.T. (Certificate in Teaching), 12 + 1 for up to grade eight including English, O.T. 
(Oriental Teacher), one year training after a certificate in oriental language for the teaching 
of oriental languages, B.T. (Bachelor in Teaching), 14 + 1 for classes (6-10). 
2.2.2. Teacher Training in the Perspectives of Educational Plans and Policies of 
Pakistan  
At the time of independence Pakistan inherited an education system with a little number of 
teacher training institutions. Identifying the importance and need for a well-developed 
education system government set priorities and developed plans and policies for future 
action.  
 
In 1947 Pakistan Educational Conference was held in Karachi from 27th of November to 1st 
December, which describes that a suitably trained and rationally well paid teaching 
profession was necessary to the building up of a great state, therefore it was suggested that 
the Provinces should take essential steps to make sure, the suitable training of teachers and 
sufficient scales of salary (Government of Pakistan, 1947).  
In 1959 Commission on National Education stressed that no system of education is better 
than its teachers. The report emphasized teachers’ pivotal role, and we need only to say that 
none of the reforms we are suggesting will succeed unless we are able to select the best 
personnel of the highest abilities for this profession at all levels, and can train them and those 
already in service to the international standards and provide them the status in society which 
their national significance deserves (Government of Pakistan, 1959).  
 
In 1966 the report of Hamood-ur-Rahman Commission was published which recommended 
that teachers should be given better pay scales and status so that they may live in the society 
in a respectable manner. Better training facilities should also be provided to them 
(Government of Pakistan, 1966). 
 
In 1970 The New Education Policy made provisions for the preparation of about 
128, 000 new teachers and in-service training for 150,000 teachers.  It had been proposed that 
the teachers up to grade 5th should possess at least a Secondary Certificate, teachers up to 
grade 8th an intermediate Certificate and teachers up to grade 10th a Bachelor’s Degree 
followed by professional training (Government of Pakistan, 1970). 
 
In 1972 the Education Policy aimed at making sure participation of teachers, students and 
representatives of community and parents in educational affairs. To meet the huge necessity 
of teachers at all stages, facilities for teachers’ education will be enhanced by re-organizing 
teacher education programs and by introducing innovative techniques. The policy visualized 
an academy for teachers, educational planners and administrators will be set up on the same 
lines of academies existing for the Civil Service (Government of Pakistan, 1972).  
 
National Education Policy and Implementation program 1979 accredited teacher as a pivot of 
the entire education system. Therefore it recommends evaluating the curricula of the pre-
service teacher education programs and subsequent appropriate amendments keeping in mind 
the ideology of Pakistan and Islamic faith. It also aimed at   establishing “An Academy of 
Educational Planning and Management” to provide suitable in-service training to a huge 
number of administrators and supervisors working at different levels of education system. 
This academy will be established in Islamabad at national level (Government of Pakistan, 
1979).  
 
National Education Policy  1992  illustrates that a separate unit for organizing teacher 
training shall be established by each provincial education department and at the federal level, 
teacher training institutions will be reinforced by provided training to their faculty in order to 
update their knowledge and skills, a regular in-service training program will be initiated for 
teachers at all levels and distance education techniques will be used for in-service training, 
computer education will be  compulsory part of all teacher training programs,  a system of 
incentives will be produced to encourage teachers to undergo in-service training, special 
awards will be instituted for creative piece of works, a national commission for teachers will 
be established for investigating teachers’ problems and for suggesting ways and means for 
their solutions (Government of Pakistan, 1992). 
 
The objectives of National Education Policy 1998-2010 for teacher education are to, increase 
the effectiveness of the system by institutionalizing in-service training of teachers, teacher 
trainers and educational administrators, improve the quality of pre-service teacher training 
programs by introducing parallel programs of longer duration at post-secondary and post 
degree levels, and build a feasible framework for policy planning and improvement of in-
service and pre-service training programs (Government. of Pakistan, 1998). 
 
The 1st Five Years Plan (1955-60) was suggested that the number of institutions imparting 
training to secondary school teachers would be doubled from 11 to 22 an in-service training 
should be given to those teachers who had no training and to those who were not matriculate 
(Government of Pakistan, 1957). 
The 2nd Five Years Plans (1960-65) stressed that teacher’s role is a pivotal in raising the 
standards of education at all levels. It provided provision for the in-service training of 
educational administrators, inspectors, head teachers and specialized teachers through the 
education extension centres now being established at Dacca and Lahore. Other in-service 
programs will be operated through the teacher training institutes (Government of Pakistan, 
1960). 
 
The 3rd Five Years Plan (1965-70) described a dynamic program of in-service training will be 
started for the existing teachers. Arrangements will be made for them to attend specially 
designed courses, for a period of at least three months, preferably followed by further 
training in the succeeding year. During the interval they will work under the supervision of 
master teachers in schools. Successful completion of the in-service training should be 
accompanied by apposite increments in their salary (Government of Pakistan, 1965). 
 
The 4th Five Years Plan (1970-75) identified the significance of quality and key role of 
teacher in elevating the standards of instruction. The facilities of in-service training, for 
senior administrators and planning officers were planned, to be provided during the plan 
period (Govt. of Pakistan, 1970). But due to catastrophic event of dismemberment of East 
Pakistan in 1971, the Forth Five Years Plan was dumped (UNESCO, 1991). 
 
The 5th Five Years Plan (1978-83) realized to increase the provision of primary and middle 
school teachers & to introduce an education stream at the intermediate level particularly in 
girls’ colleges and those passing intermediate in education stream shall be qualified to teach 
up to 8th grade. It will increase arrangements for in-service training of teachers of all 
categories. The existing training institutions were sufficient for the additional requirements of 
teachers during the plan period (Government of Pakistan, 1978). 
 
The 6th Five Years Plan (1983-88) visualized that male teacher training institutions were 
functioning at about 20% - 30% of the capacity. In order to remove the shortage of trained 
primary school teachers, untrained matriculates were being recruited as teachers. It was 
suggested that regions facing such a situation would introduce a modified system of teacher 
training under which teachers might be placed for training after recruitment (Government of 
Pakistan, 1983). 
 
The 7th Five Years Plan (1988-93) emphasized on the improvement of teacher efficiency by 
gradually raising the qualifications of fresh entrants, revitalizing the teacher training 
programs through structural and curricular changes and better management of teacher 
training institutions, and providing better career prospects and continuous in-service 
education, weeding out incompetent persons and providing increments for good performance 
etc. (Government of Pakistan, 1988). 
 
The 8th Five Years Plan (1993-98) recognized teacher’s pivotal role in improving the quality 
of education system. The quality of pre-service training for most of the teacher training 
institutions was outdated and there was an urgent need to update the knowledge and skills of 
master trainers engaged in teacher’s training. It would also review and reform the curricula 
and training methodology of the teacher institutions at all levels. A variety of approaches 
would be adopted for in-service training including distance learning through non formal 
education, establishment of teacher resource centers at selected places, mobile teacher 
training programs particularly for the female teachers in rural areas etc. Innovative 
techniques including modular approach and audio/video cassettes containing training lessons 
would also be used (Government of Pakistan, 1993). 
 
The 9th Five Years Plan (1998-2003) mainly focused on, finding out the most favorable use 
of inputs of educational institutions through good governance & creating suitable teaching 
and research environment in higher education institutions. 
It emphasized on increasing the internal and external efficiency of the education system 
through the involvement of local community and reviewing teachers’ salary structure 
(Government of Pakistan, 1998). 
 
Education Sector Reforms (2001-06) focused on the improvement in the quality of education 
through better teachers, reformed curriculum and efficient examination system (Government 
of Pakistan, 2001). They were entirely integrated with relevant Millennium Development 
Goals (MDGs) (Government of Pakistan, 2004). In 2007-08, government has taken many 
significant initiatives for teachers’ education .Government has trained 20,660 elementary 
school teachers and 3,726 university teaching personnel (Government of Pakistan, 2008). 
 
Last but not the least, all the educational polices surely recognize that quality of education 
depends on the quality of teachers’ pre-service and in-service training, curriculum contents 
and methods. However, the teacher education in vogue is being considered insufficiently 
responsive to the demands for quality education. Teaching profession has been congregated 
with non–committed and unmotivated teachers. Various policies ensure improvement of in-
service training and offer incentives but no concrete results are achieved. These policies state 
a wide range of issues and concerns. For example the quality of teacher training programs 
has lack of harmony with the school system and there is no association between supply and 
demand of teachers as it is being carried out without a feasible planning (Shami, 2005). 
 
2.2.3. TRAINING METHODS 
Training methods are generally classified into two categories traditional training methods and 
new training methods. Methods are “traditional” if they do not require new technology (Noe, 
2000). 
 
Traditional training methods are ordered into three large groups: (i) presentation methods (ii) 
hands-on-methods and (iii) group building methods. Presentation methods (like lecture) are 
useful for efficiently communicating information (knowledge) to a majority of trainees. 
Hands-on methods are best for developing skills and behavior because of getting the trainee 
directly involved in learning including on the job training, simulations, self-directed learning, 
business games, case studies, role-play and behaviour modeling. Group building methods 
comprises team training; action learning and adventure learning focusing on helping teams 
enhance the skills required for effective teamwork. e.g. self-awareness, conflict resolution, 
coordination etc. Group building techniques may include the use of presentation methods and 
exercises through which team members cooperate and communicate with each other. 
 
New training methods comprise the World Wide Web, distance learning and virtual reality 
resulting from new technology advancements. 
 
 
 
2.2.4. TYPES OF TRAINING 
There are many types of training e.g. internal, external, pre-service, & in-service etc. 
 Internal training may be offered by the organizations in which trainees work; external 
training may be provided by outside agencies and institutions. Pre-service training may be 
offered to new recruits or existing personnel on the promotion ladder when preparing them 
for new positions; in-service training aims at the provision of training for those already in 
defined occupational positions and performing clear functions within their organizations.  
 
2.2.5. Forms of training 
Some important forms of training are Pre-designed Formal Training, Custom-Tailored 
Formal Training, Distance training etc. 
 
Pre-designed Formal Training, the most common form of formal training, comprises 
offering, through a number of integrated and “packaged” learning modules, to interested and 
qualified partakers. Such programs are offered by universities and other higher educational 
institutions, training centers within government agencies, ministries, and by the private 
sector. 
 
Custom-Tailored Formal Training modifies and adapts the contents and methods of training 
to take account of the specific conditions in which it is delivered. For instance, training for 
agriculture and rural development can be customized through the development and teaching 
of relevant case studies which relate to the regions from which trainees come from, and areas 
of work that bear on the partakers’ interest and professional experience. 
 
Distance training is based on the law of self-instruction, i.e. the process whereby a person 
learns without direct contact with the trainer. It requires the development of ordered and 
guided study material which can be delivered in a variety of media ranging from printed 
works to audio video tapes and television and radio broadcasts. It eliminates or at least ceases 
the barriers imposed by time and place in formal learning processes. Its main advantage is its 
ability to reach huge number of persons, and to reduce a high rate of information loss that is 
normally associated with learning in face-to-face contact mode (Hakimian and Teshomre, 
1993).  
From a position of location training may also take different forms: In-country training (where 
trainees are located), Overseas – training (normally where the training institutions are 
located), and country training (for trainees from various countries in a given geographical 
region). 
 
2.2.6. Concept of In-Service Teacher Training 
A number of concepts used interchangeably for in-service training i.e. “continuing  
education”, “continuing teacher education”, “professional education”  and “staff 
development” etc (Mitzel, 1969). In Pakistan, other terms used for in-service training are 
“orientation course”, “refresher course”, “retraining of teacher” and “human resource 
development”. 
In-service training is an arrangement of the activities engaged by the teachers after their 
preliminary professional certification and planned chiefly to improve their professional 
knowledge, skills and attitudes so that they may teach the children successfully (Bolam, 
1980) 
No teacher once trained can be considered as completely proficient through his career 
without episodic training. Therefore it has been acknowledged that in-service teacher training 
programs are inevitable to raise the standards of education. 
It is designed to promote the continuous development of the teachers after they enter into the 
profession of teaching by providing a planned, organized and systematic coaching within an 
educational setting. The need for further study is directly associated with the ability of 
teachers to perform their teaching tasks. The more the nature of their role change, the more 
regularly the teachers must receive in-service training. A skilled teacher may need such 
training because of a change in his assignments, location of work and socio economic 
composition of the people. 
 
2.2.6.1. In-Service Teacher Training in Retrospection 
 According to Ashton, Henderson, Merritt, and Mortimer (1983) in the U.K, for making up of 
initial training deficiencies, in-service training courses were first offered to teachers. The 
purpose of in-service training began to change with the expansion of initial training in the 
early years of 20th century. In the light of different reports a variety of courses designed to 
improve and refresh the competencies of already trained teachers. In-service training had 
become an established part of the education department by the 1960s. The courses were 
offered by many agencies according to their perceptions of teachers’ needs. The problems 
were created due to lack of coordination among the agencies. Although a primary analysis of 
the teachers’ training needs was required yet the solution was deemed in terms of developing 
the consumption of resources. There were considered two main reasons for these problems. 
Indeed the course content was not sufficient and failed to cope with interests and needs of the 
diverse group of teachers. The courses were prepared to benefit individuals. There was no 
ample analysis of different school contexts in which these staff members were performing 
their duties. There should be a mutual correlation between in-service training providers and 
teachers to solve the problem. In-service training should be practically related to the 
classroom practices. 
According to Paliwal (1985) the ever evolving nature of daily needs, in almost all the 
countries of the world, compulsions and pressures for changes, are building up with 
matchless swiftness and power. No generalizations can be made concerning to their 
educational needs and models on account of wide diversities of economic, social structure, 
political set-up, educational development and cultural values and norms of the South Asian 
countries. There are some common issues and problems concerning education in spite of the 
fact of diversity. There is a ceaseless requirement for highly qualified and trained teachers 
along with the expansion of masses’ education. Therefore, in-service education of teachers is 
a forceful, alive and pivotal issue for all the Asian countries. The educators’ training and 
education is a continuous type of education because of learning to teach is a life-long pursuit, 
in the developing Asian countries, during the last two decades or so. Firstly, in-service 
education was required to help the educators to make-up their flaws in the methodology and 
to help them to get acquainted with the advanced developments in the field of education. 
Secondly in-service training was concerned to the achievement of higher certificates or 
degrees by the in-service educators. The classroom demands made the foundation for the 
organization of in service education of the educators. Thus curriculum enrichment initiated 
in-service education and made it compulsory for educators. In fact curriculum development 
and in service education became inseparable processes. With this development in-service 
education of educators was reanalyzed in the light of national policies, social, economic, 
political problems and issues. It is perceived that educators will perform diverse roles. A 
process of continuing learning without any distinction between their pre service and in 
service education and between their professional and personal growth is required for 
performing these roles. 
According to the UNESCO report (1986) there is always a need for in service education 
programs for teaching personnel because no teacher is trained completely after getting 
training from a training institution. The five countries , Nepal, Pakistan, Papua New Guinea, 
Republic of Korea, and Thailand, piloted the school based in service education project and 
revealed some common things and some variations. For example, Thailand and Republic of 
Korea stressed on the training of classroom teachers while those of Pakistan, Papua New 
Guinea and Nepal focused on the training of master trainers, head teachers, curriculum 
advisors and members of the staff. Likewise the duration of training session also varied from 
two to three days to longer periods of six weeks or more. These are the significant 
components drawn from the reports, of the school-based in-service training program—
background/situational analysis, objectives, content, strategies, and evaluative mechanisms—
are analyzed for comparability against each other. It is expected that such experiences may 
prove their worth in the countries with the different needs but with similar problems and 
resources. 
2.2.6.2. Past of In-Service Teacher Training in Punjab 
The importance of teacher training has long been acknowledged in the Punjab like 
everywhere. It was struggled very hard to institutionalize the teacher training in the past and 
the commencement of Teacher Training Project (TTP) was a chief enterprise in this concern. 
Teacher Training Project (TTP) was initiated with the heavy funding of Asian Development 
Bank (ADB) but the Govt. school teachers’ performance was remained very miserable. The 
analysis of research data uncovered many shortcomings. For example, there was no 
coordination between pre-service and in-service training, in the past, which was inevitable 
for teacher development. The experts organized courses /syllabi for teacher training, without 
taking consideration of teachers’ needs, which were proved incompatible with the classroom 
realities. Training seemed to be a point scoring game to achieve the predestined targets of the 
donor agencies and the bureaucrats. The situation of the teachers’ professional development 
was running down day- by-day because of the low qualified untrained trainers, miserable 
incentives, and lack of proper monitoring etc. There was a severe lack of coordination among 
all the stakeholders and consequently teachers’ professional performance was remained very 
poor and gloomy. On account of the above mentioned reasons, briefly, new steps were taken 
and new approaches and techniques were implemented for the improvement of teachers’ 
professional performance. 
2.2.6.3. Significance of In-service Training 
In-service education is a significant requisite for the development of teachers’ skill in 
teaching. All teachers are expected to widen their educational stance and to deepen their 
professional interests. But many teaching personnel deem that since they have fulfilled their 
pre-service education and training, they are in a position to teach once and for all. It is an 
erroneous viewpoint. Teaching personnel must studying advanced educational literature and 
practiced new ideas contained in it. In this way they can motivate their students. Training 
workshops must be designed to widen their understanding of educational troubles. It is a 
moral responsibility of a teacher to develop his/her professional capabilities ceaselessly. In-
service program must be commenced during the summer vacation each year to invigorate 
their professional education and enable them to accomplish their functions and duties as 
teachers sufficiently. A teacher must acquire a huge variety of general educational subject 
specialty and professional proficiency (Qureshi, 2008). 
2.2.6.4. Need of In-service Training  
According to Sikes (1992) a basic function of education is to enable people, especially 
children, for life in society, and since societies are constantly changing and developing 
throughout the world, education can also be expected to change. Such types of changes, 
reforms and improvements influence upon teachers primarily, because teachers are the 
people who have to implement them. Factors behind all changes lay upon the assumption 
(which may or may not be justifiable) that all is not well and good. The students are not 
receiving the best education because their teachers and their teaching are not suitable and 
their skills are not conformed to the advanced educational scenario. Teachers are not fully 
accomplished with advanced knowledge, pedagogical skills, and competencies. In fact these 
changes are introduced as remedies to make–up deficiencies and developed their teaching 
skills. Changing the teacher means, indeed, changing the life, and for this purpose the 
training of teachers is inevitable.  
2.2.6.5. Techniques of In-service training 
The different techniques of In-service training as described in a report by the Government of 
New Zealand (2000) are the following:  
Refresher courses are to give vitality/strength to the competence and output of the already 
employed teacher. These courses are of great significance in making teachers familiarize 
with the tests and techniques of test and measurement, and with the educational plans and 
programs 
Workshop is a period of dialogue and practical work on a certain issue/topic, where 
participants share their knowledge and experiences. Its duration may expand from 3 to 10 
days depending upon the severity of the problem.  
In a seminar small group of participants gather to discuss a topic/issue and each participant 
has opportunity to increase knowledge and experience.  
Conference is a gathering/meeting for dialogue or exchange of opinions and it may also 
widen their professional horizons and cultivate in the participants a professional team spirit.  
Lecture is, an oral activity, the simplest of ways practiced for in-service training and 
teachers’ re-orientation programs, and suitable especially for transmission of knowledge.  
 Study Circle is one of the attractive techniques of the in-service training. In this technique 
teachers of a particular subject have a meeting and in this meeting they discuss the ways and 
means of teaching that particular subject.  
Correspondence courses, very effective technique for the in-service training, can improve 
teachers’ profession knowledge.  
Science club is a technique of in-service training for the science teachers. In these science 
clubs science teachers are given instructions to improve their understanding and the capacity 
of educating the youth.  
Publications: Educators may write on certain topics of general interest for the teachers to 
communicate their own personal experiences. The institute may publish the material or the 
abstract of certain useful research studies for the benefit of the teachers.  
 Vacation institutes are of great importance for the teachers. Firstly they improve teachers’ 
knowledge, secondly they make full use of the vacation in a better way, and thirdly teachers 
have the opportunity of enjoying the life of studentship.  
Demonstration is an activity pre-arranged for observing the group. The demonstrator, usually 
a professional expert of the field being demonstrated, tries hard to make the demonstration 
genuine Demonstration may be used for workshops or any other course of study where 
knowledge and skill is being enhanced. A follow up should be made after the demonstration.  
Project group is employed in those occasions where the completion of a specific project is to 
be carried out. It usually makes survey of the project assignment and develops a course of 
study. 
 Field trips are used to provide an opportunity to the in-service teachers to see the activities 
of their field. They may be carried out inland and abroad.  
Panel’s presentation is a technique in which two persons speak on a single topic. Debate, 
symposium, and informal panel are the kinds of panel’s presentation. Debate is a planned 
form of the panel in which emphasis is laid on the facts and ideas and the group observes the 
same may be large in number. Symposium is a series of concise presentations made by a 
series of persons to the group. A number of speakers speak on the topic in informal panel 
while spontaneity is its striking characteristic.  
 Film presentation is also a very helpful technique of in –service training. An ideal film 
presentation is one when it is associated with discussion.  
 The other techniques like the visits of teacher to another teacher in action, directed practice 
and activities and extension lecture, exhibition, action research and self-reading by individual 
teacher can also be employed.  
2.2.6.6. Aspects of In-Service Training 
The Organization for Economic Co-operation and Development (OECD) Project focused on 
seven main aspects of In Service Training (INSET) including teachers as adult learners, 
school focused INSET and teachers’ centers, evaluation, INSET materials, training the 
trainers, costs and resources, & teacher participation (Singh and Sudershan, 2005).  
 
2.2.6.7. Staff Development 
According to Ainscow (2004) the terms in-service training and teacher development have the 
same meaning. Just as successful classrooms provide the conditions that support and 
encourage all children’s learning, so a successful approach to teacher development must 
address contextual matters in order to create the conditions that facilitate the learning of 
adults.  
According to Hickcox and Musella (1992) the initial step is the selection of individuals, 
teachers, to the system and the next step comprises assigning the individuals to a role, 
providing in-service training and evaluation. It is a recurring step in that development and 
evaluation are continuous activities. The preliminary trouble with teacher training/staff 
development lies with the lack of clarity of contrary objectives and definitions. Staff 
development, long known as in-service education, may take place in a variety of settings, and 
can be conducted to obtain many conflicting objectives.  
Staff development/teacher training programs generally contribute to a common universal 
purpose. These programs are planned and started to change and improve professional 
practices, values, attitudes, viewpoints understanding of teachers towards an articulated aim. 
Mostly that aim is to improve students’ learning. Staff development programs, in other 
words, are an organized effort to produce change−change in classroom practices of teachers, 
in their ideas, viewpoints approaches, and in the learning outcomes of students. 
There are many purposes of staff development/teacher training. For example to launch new 
program, suggested by the Ministry of Education, that have need of some or all of the 
teaching personnel some changes, either in technique or content. The evident process is to 
launch in-service teacher training programs to support the teaching personnel in making 
required changes. Sometimes support externally to the school is employed and sometimes 
within district consultants are assigned to this task. Staff development, secondly, initiates 
changes to resolve a definite school problem. For example the students of a school are not 
good at science like the other schools of the district. Thirdly to change a specific teaching 
personnel’s attitude due to supposed lack of skill that is professed and observed by the school 
head or a supervisory officer. Another purpose is to achieve promotion to a higher position 
for example as a future school principal etc.    
2.2.6.8. In-Service Teacher Training in Other Asian Countries 
In-service training is an essential part of professional improvement of teachers. 
Each & every country is providing in-service training to its teachers in different ways. For 
example, some countries provide training during school hours while others arrange it after 
school time & at weekends or during summer vacation etc. 
 
China 
Different kinds and levels of teacher training institutions have trained, through in-service 
means, thousands of qualified primary and secondary schools teachers. It is provided through 
correspondence education programs, evening schools, satellite TV education and 
examinations for self-directed learners with the chief motive of strengthening political 
thoughts, ethics and educational theories and teaching abilities 
(www.ilo.org/public/english/employment/skills/hrdr/init/chn 7.htm). 
 Japan 
Local education boards, in Japan, are responsible for developing in-service training 
programs, suitable to the local needs and conditions, with the common goal of improving the 
level of teachers’ competence. A step-by-step in-service training program for beginning 
teachers has introduced. It has two parts, firstly apprenticeship training in schools (70 days in 
a year) and secondly lecture courses (34 days in a year) cover subject matter, teaching 
techniques and educational goals (mathforum.org/pcmi/int2002report/page42.html). 
 
India 
In India, in-service training is provided to teachers in the institutions through evening 
courses, short term courses, sandwich courses, distance education, seminars, refresher 
courses, vocational literature and holding workshops. Its main emphasis on recognition and 
thinking of new teaching methods, recognition of different levels of expertise, application of 
new approaches and more attention on pedagogical skills like group work, multi-grade 
teaching and class assessment etc. (www.Un.org.in/JANSHALA/aprjun01/teachtrn.htm) 
 
Sri Lanka 
The Sri Lankan Ministry of Education promotes a large number of school-based in-service 
programs including three years in-service training program at under graduate level, organized 
by teacher training colleges and Open University, & also provides two years Diploma in 
Education to in-service graduate teachers. These in service training programs in the country 
are the result of close cooperation of Government and universities. Need for in service 
teacher training has been emphasized through curriculum revision, orientation of teacher 
educators, computer literacy, community development and establishment of resource centers 
(waheed, 2007). 
 
2.2.6.9. Institutions Responsible for Teacher Training 
There are two major groups of institutions responsible for teacher training in Pakistan are the 
Govt. Colleges of Elementary Teachers (GCETs), Govt. Colleges of Education (GCEs). 
GCETs are responsible for pre-service training of primary and middle school teachers while 
GCEs train secondary school teachers. Universities, in addition, through their Institutes of 
Education and Research (IERs) and departments of Education carry out training for 
secondary school teachers.   GCETs are administered by the provincial curriculum Bureau 
and the Extension centres or in the case of Punjab the Directorate of Staff Development 
(DSD). The curriculum for GCETs is prepared by the curriculum wing of the ministry of 
Education. In GCEs the teacher training curriculum is the responsibility of the universities 
grants committee through various provincial universities. Although in service training takes 
place at these institutions yet they are not responsible directly for in-service training. It is 
carried out by the curriculum Bureau and extension centres or in the case of Punjab the DSD 
which is also responsible for the posting of teachers.  
The Education Extension Centres arrange in-service training programs, under the supervision 
of Provincial Education Departments, either at the head quarter or at regional centres 
established for this purpose. The period of these courses ranges from 1-4 weeks in 
accordance with the nature of training being provided. The rate of recurrence of these courses 
ranges from 20-40.The content of these courses is usually to develop the proficiency of the 
working teachers in teaching techniques and methods but some courses are set to improve the 
competency of the teachers in the area of subject matter of primary education (Farooq, 1988). 
Education Extension Centres also arrange other in-service training programs such as: 
Refresher Training Course (RTC) of Agha Khan Central Education Board; Primary Teacher 
Orientation Course (PTOC) of Allama Iqbal Open University; and In-service training 
Courses of PNE Wing of the Ministry of Education, which is based on Learning Modules. 
2.2.6.10. Teacher Training Courses 
Pre-Service teacher training courses like PTC, C.T, B. Ed, M. Ed, initiated through formal 
system of education in teacher training colleges and universities.  Primary Teaching 
Certificate (PTC) is for the teacher who is trained to teach at primary level up to grade fifth. 
Admission to PTC program requires that the applicant should be matriculate (10 year 
schooling). Its duration is one academic year (48 weeks). Certificate in Teaching CT prepares 
the teachers to teach all subjects up to 8th grade. Twelve year schooling (FA F. Sc) is required 
for its admission. B. Ed is required for teaching up to 10th grade. Its admission criteria require 
14 year schooling & the duration of this program is 48 weeks (Farooq, 1983). 
There are a number of in-service teacher training/orientation programs in Pakistan, available 
in the area of in-service training of primary school teachers, like Project for Rural Primary 
Teachers (PRPT) of Ali Institute of Education, Primary Teachers Alternate Course (PTAC) 
of Baluchistan, Teacher Resource Course (TRC) Karachi, Primary Teacher Orientation 
Course (PTOC) by Allama Iqbal Open University Islamabad, and Continuous Professional 
Development (CPD) framework of DSD Punjab etc.   
 
In 1993, AIE established by a private family trust and launched the in-service program of 
PRPT in collaboration with UNESCO and Institute for Education Development, Agha Khan 
University Karachi, and it provided in-service training to about 500to800 primary school 
teachers annually in the rural areas of Pakistan (AIE, 96). It provided training through 
workshops and short term courses in the subjects of arts & science.  The training is student 
centered, easy to assess and utilizes the language with which the contributors feel more 
contented.  
Bureau of Curriculum & extension Centre (BCEC) Quetta, in order to clear the pile-up of 
about 8000 male and female untrained primary school teachers otherwise it may take about 
20 years to clear this pile-up because the utmost capacity of Government Colleges for 
Elementary Teachers, Baluchistan, was 1210 and annual intake of untrained teachers in the 
primary school of Baluchistan was 600 to 700. Therefore, PTAC of three months duration 
was started from 1992 and the back-log of untrained teachers in Government Schools was 
cleared by the end of 1994. Afterward, in 1993-94 a "Society for Community Support for 
Primary Education in Baluchistan (SCSPEB) was established with the objective of opening 
girls primary schools in the rural areas of Baluchistan with the support of community. PTAC 
was practically adopted by the SCSPEB for its teachers as it matched their necessities 
(BCEC, I996).  Presently there are two teacher education programs, Female Teacher Training 
Unit (MFTTU) and Regular Female Teacher Training Program (RFTTP), which use PTAC 
package for the training of the rural female untrained teachers of SCSPEB and they provide 
training to them. 
In addition general in-service training of the teachers, it is also observed that there are 
constant changes in the text-books and the concepts in these books also undergo change 
specially in the primary and pre- primary sections of the schools wherein a variety of local 
and foreign text- books are being proposed particularly in the big cities like Karachi with the 
result that an in-service training of the teachers becomes inevitable (TRC, 1997). To grapple 
with these problems, of poor quality of teacher education and resultant low quality of student 
learning, a group of teachers, head- teachers and principals of schools in Karachi city decided 
to develop a support system for their in-service professional development. In 1986, with a 
primary grant from Agha Khan Foundation, they established the Teacher Resource Centre 
(TRC) as a non-profit and tax exempted Non- Government  Organization(NGO) directed by 
an elected Governing Body representing the schools that use its services. 
New PTOC program was started with the sponsorship of Norwegian Agency for 
Development Cooperation (NORAD) for the period 1992 to 1996 (then extended up to 1999) 
and screening of 50,000 in-service primary school teachers was planned by the AIOU, 
Islamabad. The New PTOC was planned to give a determined in-service training of 18 weeks 
to the working and trained primary school teachers having, at least, three years of experience 
of teaching in primary schools after their ten years of schooling and one year of pre-service 
teacher training. It adopted innovative approaches to make up the deficiencies of teachers on 
the basis of the experience received from other pre-service and in- service teacher training 
programs. The main stress of New PTOC project was to improve practical skills of teachers 
with the use of video recording system and to increase chosen teaching competencies of 
teachers with the use of micro teaching techniques.  AIOU managed to bring in its New 
PTOC program various features linked to practical skills. Besides, this program aimed at 
providing skill oriented in-service teacher training to all trained and working primary school 
teachers of all the four provinces of Pakistan, AJK, FATA and FANA.  
2.2.6.11. Issues, Problems and Challenges 
Qudsia Rifat (1992) described some significant issues and problems concerning to teacher 
education and recommendations had also been suggested for the improvements in teacher 
education programs. Pakistan, a developing country, accepted education, especially of 
science and technology, as the means of social and economic prosperity. But at the same time 
existing facilities and programs of teacher education are insufficient to provide quality 
education for pre-service and in-service teachers of all disciplines—arts and science. The 
majority of trained teachers, through pre service and in service training, are deficient in 
knowledge; competencies, skills and dexterities. Some of the main causes of these 
deficiencies are the following: 
The vocational, technical and science graduates are not interested in taking up teaching as 
profession. 
The productivity of the teacher training institutes does not match with the demands of 
expanding system of education. 
The in-service training opportunities for science and arts, technical and vocational teachers 
are really insufficient. 
The duration of training programs is too little to improve professional insight, interest, skills, 
capabilities, maturity and attitude in educational theory. Short time and weightage are given 
to the special subjects, due to little duration and over loaded curricula, results in failure.  
In teacher training programs science subjects are offered as elective subjects.  
Not only the nature of science subjects is mainly of theoretical but also there is a lack of 
laboratories in training institutions. 
In-service training is largely irrelevant to the needs of practicing teachers because it is not 
based on the survey of teacher competencies.  
The shortage of experts (master trainers) in science education is a significant problem. 
The most significant part of teacher education programs, teaching practice, is not proving 
much beneficial for endowing with competencies and teaching skills required for teaching 
science. 
There is short of literature of science education especially in Urdu.  
Teacher’s guides for school science subjects are not available. 
Some of the main challenges, according to Dunkin (2003) for preliminary teacher education 
in the 21st century are the following: 
To raise the standard of teaching profession so that it may attract the highly qualified 
applicants. 
Finding out the best and most favourable equilibrium between theory and practice in the 
curriculum of teacher education in different contexts in which it is provided. 
Improving teacher education structures and curricula that provide suitable equilibrium among 
the academic, aesthetic, humanitarian and ethical domains of human experience. 
To design research considering the significance of several complex elements that have a 
negative and damaging effect on the process of teacher education in order to get a greater 
understanding. 
To cope with the swiftly improving technologies in order to facilitate the students teachers 
with the maximum learning opportunities, especially those in developing countries and in 
remote areas. 
2.2.6.12. Suggestions 
The teacher training programs must be reanalyzed, reoriented, and re-evaluated to fulfill the 
demands of teacher education in general and particularly science teacher education. 
The time duration must be increased for teaching practice, perform experiments, observe and 
evaluate lessons. 
The course must be based on competency-based knowledge, history and philosophy of 
science education and actual classroom teaching skills. 
The programs must teach how to use and prepare low cost A.V aids in classrooms. 
2.3. The Role of Teacher 
 According to O’Hair and Odell (1995) the role of teacher is an ever evolving phenomenon 
because of worldly changes. The three levels, the classroom, the school, and the larger school 
community, unfold on conceptualizing teaching as a set of roles. The following roles appear 
likely to define tomorrow’s teachers, teacher as guide, as decision maker, as leader, as 
colleague, as learner, and as an advocate of student. Teachers, at classroom level, should act 
as guides and coaches who help pupils in building their own understandings of the world. 
The significant role of the educator is one of empowering pupils. Traditionally decision 
making is attributed to the province of school administrators but with the restructuring of 
schools educators are taking control over decision making – how time is used, how pupils are 
organized for learning, what types of materials are to be used and so on. In spite of the fact 
that the teachers as the spring of knowledge. The educators must become members of a 
community of learners so that they may get deep insight from others’ experiences, students 
and school community. 
The teaching profession that is much friendlier than it has been in the past with the 
restructuring and emergence of new kinds of change unfolding in the schools. The educators 
are redefining their roles including collaborative management of the profession. New 
organizational edifices are being created to authorize educators to teach and plan together 
and to take significant decisions about the nature of their roles and responsibilities. In 
restructuring schools the educators appear will be much more active than the past at the 
interface of the school and community. As educator assume their new roles—leaders and 
decision makers, it is likely that they will be much more active in fostering links between 
schools and a variety of external agencies. The understanding of educator as leader involves 
at both the levels classroom as well as school. Accompanying, much of what educators 
perform as colleagues and decision makers drags them into leadership roles at the school 
level. 
In fact it is deemed/perceived that teachers are the base of knowledge, and practice therefore 
teacher education must possess psychological, philosophical, cultural and social foundations. 
So futurism an additional area, must be a part of each and every teacher‘s education/training 
curriculum because of the ever-changing nature of a dynamic society. But the scientific study 
of the future is missing from today’s teacher education to a great extent. As it has been 
described in different terms but with the same meaning e.g “communication revolution”, 
“third wave”, space age, electronic era, postindustrial society, global village, “tele power” 
and “high tech” society. The priorities of today are helpful in determining future. 
Another important thing is the moral implications. Ethics or morality is another significant 
aspect that is directly related to the role of educators – leaders in classrooms, team 
departments, section, organizations, schools, school districts, or state houses. The most 
significant ethical imperatives for teachers are to observe that their organization fulfills its 
nominated functions sufficiently. Although it is very easy to converse about moral issues yet 
its implications are very hard in the daily activities of teachers in the schools. The morality, 
pith and essence of philosophy, must be included in the curriculum of each and every 
discipline of life, especially in education, because if morality surpasses other disciplines then 
they prove beneficial for humanity. On the contrary, if morality suffers from deterioration 
then the whole worldly system will be collapsed automatically and finally. In fact morality 
and ethics are touch stones for our all actions, whether they are right or wrong. It illuminates 
the teachers to select the most right, suitable, and easy way not only for themselves but also 
for their students. 
2.4. Background of Directorate of Staff Development (DSD) 
One of the major objectives of Punjab Education Sector Reforms Program (PESRP) was to 
improve the value of teaching in the Govt. primary schools which was inaptly very little. The 
improvement of the teachers’ professional development was the top priority of the Punjab 
Education Sector Reforms Program’s (PESRP) agenda because without it the standard of 
education could not be enhanced. Government of Punjab (GOP) reorganized the teacher 
training institutions in 2004.The Education Extension Centre (EEC) was established in 1959 
and rendering its precious services for teachers’ training. It was modified into a new 
organization namely Directorate of Staff Development (DSD) in 2004 and according to a 
later Govt. notification it had gained the status of an institution which was solely accountable 
for coordinating all activities concerning to teacher development both in the public and 
private sectors at provincial level. Punjab Institute of Teacher Education (PITE) and 
Government College of Elementary teachers (GCETs) were also given under the directorial 
control of DSD in 2006. Punjab Institute of Teacher Education (PITE) was fused with DSD 
in order to fortify the institution as one unit and for a harmonized endeavor towards the 
achievement of its goals in 2009. Directorate of Staff Development’s (DSD) manifesto is to 
improve all the teaching personnel’s, teachers, head teachers, teacher educators, performance 
who influenced learning quality directly and indirectly. Directorate of Staff Development 
(DSD) focuses chiefly on the primary education according to the priorities of the Govt. 
policy. Continuous Professional Development (CPD) program has been commenced by the 
Directorate of Staff Development for 197,000 primary school teachers. The 69,000 least 
qualified teachers (LQTs) were the high priority group of this training program. 
2.4.1. Vision of DSD 
The vision of the DSD is to establish a system and create an atmosphere which develop 
teachers’ professional competencies and bring about an effective and positive change in 
learning quality in the Govt. schools of the Punjab. 
2.4.2. Major Functions of DSD 
 To facilitate primary school teachers with in-service training innovatively. 
 To improve the quality of learning by identifying and implementing such procedures 
as monitoring, accountability, and incentives etc. 
 To build up linkages between pre-service and in-service training institutes, other 
related institutes, and such factors, issues, and problems which affect the child’s learning in 
the classroom.  
2.4.3. Working Partners of DSD 
Presently, DSD is being supported financially and technically by a number of national and 
international partner institutions, World Bank, UNICEF, German International Cooperative 
Agency and National Commission for Human Development, in its great effort towards 
teacher development.   
 
2.4.4. Success Story of the DSD Regarding CPD Framework 
The CPD training was initiated for public in 2006 by the DSD. It has trained 177,000 primary 
school teachers (PSTs) of all the 35 districts of the Punjab. It is great achievement of DSD, 
and CPD training program has now become a symbol of professional excellence in the field 
of primary education. CPD training program is very successful in all the districts of the 
Punjab. DSD has established 1989 Cluster Training and Support Centres (CTSCs), working 
as small DSDs, within the 35 districts and they are linked with the District Training and 
Support Centre (DTSC). DTSC is the main hub for all the CTSCs within a district. CPD 
framework positively modified teachers’ thoughts, ideas, professional knowledge, skills, 
competencies, attitudes and behaviours. It paved the way for child-centered approach in 
teaching profession. It has enabled the teachers to influence child’s learning sufficiently. All 
the training reports, impartial evaluations, external monitoring reports, other national and 
provincial organizations of assessment/evaluation and especially Punjab Examination 
Commission (PEC) are in favour of its excellent performance. 
2.4.5. Continuous Professional Development (CPD) Model 
Following are some of the salient features of the CPD model: 
 Teacher training as a ceaseless process. 
 Teachers’ departmental progress based on recognized professional 
competencies/skills. 
 Emphasized on improving classroom practices and child’s learning. 
 An indomitable follow-up, head to head mentoring, support and provision of teacher 
support materials. 
 Teacher development attached to the teacher’s real needs which are recognized in the 
light of research reports and interviews with the teachers. 
 Coordination between both modes of training, pre-service and in-service. 
 Educational experts, highly qualified educators, and trainers, who are working 
classroom teachers, facilitate teachers with training. 
 Stress on answerability, performance monitoring and suitable teacher incentives. 
2.4.6. Delivery Structure of CPD Framework 
 Continuous Professional Development (CPD) program has mainly four Pillars: Directorate 
of Staff Development (DSD) at provincial level, District Training and Support Centre 
(DTSC) at district level, Cluster Training and Support Centre (CTSC) at cluster level and 
schools with teachers need to be trained and supported. Teacher Educators (TEs , 4 per 
district, full time) and Lead Teacher Educators (LTEs, 6 per district, part time) are trained  by 
DSD, with the dynamic support of the External Support Providers, who train the District 
Teacher Educators (DTEs), who, in turn, train the primary school teachers (PSTs).The role of 
the District Education Department is central in the whole process as it supports at all stages 
of CPD like cluster mapping, conduct of training sessions, teacher follow-up and support and 
monitoring. 
2.4.7. Concept of School Clustering 
 Clustering is the pith and essence of CPD model planned for primary school teachers. 
Following are some of the main features of clustering. 
 25 to 30 primary schools situated within the radius of 15 km are made/ included in a 
cluster.  
 CTSC is established in a secondary/higher secondary school. Middle school may play 
the role of CTSC in the event of non-availability of high school.  
 CTSC is outfitted with the essential physical and instructional resources. 
 District Teacher Educators (DTEs) are appointed, at each CTSC according to the 
number of PSTs, for monitoring primary school teachers. 
 CTSC is a site for initiating, coordinating and facilitating professional improvement 
activities for PSTs.  
 Due to CTSC female teachers’ participation has been increased which was very low 
in the past because of family and cultural compulsions. 
 PSTs share their experiences and try to solve each other’s problems.  
2.4.8. Role of District Training and Support Centre (DTSC) 
A decentralized approach has been adopted for efficient execution of CPD program. District 
Training and Support Centre (DTSC) established, in each and every district, within the 
existing (GCETs), high/higher secondary schools (if GCET not existing), and outfitted with 
the requisite instructional and physical resources with the directive to plan facilitate, co-
ordinate, and execute in service training and professional development activities at the 
district level for elementary, secondary, and higher secondary school teachers. DTSC have a 
staff comprising four Teacher Educators (TEs), one Data Entry Operator, one junior clerk, 
and two drivers. Following are some of its definite roles:  
 To carry out Training Needs Analysis (TNA) of elementary, secondary and higher 
secondary teachers 
 To organize plans of actions for diverse CPD activities in association with various 
stakeholders 
 To harmonize CPD activities at the district level 
 To systematize in-service training courses for elementary, secondary and higher 
secondary teachers and trainers at the district level and below 
 To make available professional support to elementary, secondary and higher 
secondary teachers 
 To make sure the excellence of training courses in the district and clusters through 
evaluation, monitoring, and quality assurance.   
 
2.4.9. Cluster Training and Support Centre (CTSC) 
The responsibilities of the CTSC are listed below: 
 To take on TNAs of primary school teachers 
 To put into practice in-service training courses, workshops, and a host of other 
teacher improvement activities within the CPD framework 
 To offer  follow-up, mentoring and pedagogical support to PSTs 
 To coordinate with a variety of providers of teacher education, local education 
officers, and other chief stakeholders 
 To make available feedback and data to DTSCs and DSD. 
 
2.4.10. Cluster Centre (Host School) 
Following are the chief roles of the Cluster Centre: 
 To endow with facilities (one room, toilet, and furniture) for even performance of the 
Cluster Centre 
 To make certain that facilities like water, electricity, telephone (if already available), 
etc. are accessible to the CTSC 
 To grant site for conducting training courses, workshops, professional meetings and 
host of other CPD activities  
 To become a lead school in matters of successful teaching and learning and distribute 
best practices with schools within the cluster 
 To share existing resources with other schools in the cluster 
 To take part in CPD activities 
 To give a communication linkage between DSD and schools within the cluster 
 To handle funds to be paid for cluster level activities 
 To support DTEs to test new ideas and materials for instructional enhancement  
 
2.4.11. Cluster Schools (Primary Schools) 
 To take part in CPD activities 
 To contribute existing resources with other schools  
 To collaborate with other schools in the cluster   
2.4.12. Lead Teacher Educator (LTE) 
 The LTEs are selected from among the subject specialists of secondary and higher 
secondary schools, probably in subjects like mathematics, science and social science.  The 
LTE is a part-time post. The LTEs are mostly serving as classroom teachers in their 
respective schools but also serve as lead trainers during training courses for DTEs.  They 
remain on duty when training courses are to be planned and conduced.  The LTEs take part in 
training course and are licensed as lead teacher educators as they accomplish the course. Key 
functions of LTEs are listed below: 
 To take on training needs assessment of DTEs and other workforce 
 To organize supplementary training materials for the training of DTEs 
 To work together with the TEs in organizing and commencing training courses  
 To convey the training  
 To offer follow-up support to the DTEs  
 2.4.13. Role of Teacher Educator (TE) 
The most important responsibility of TEs is to support the plan, coordinate and accomplish 
CPD activities at the district level. DSD select the TEs in agreement with the standard 
government rules, process and procedures. Four Teacher Educators (TEs) are employed in 
every district. 
2.4.14. Reporting Lines 
 The TEs report to the Heads of DTSC for activities associated with teacher 
development.      
 The ACR of the TEs is written by the Heads of DTSC and counter-signed by 
concerned RPM at DSD.       
 
2.4.15. Major Roles of DTEs   
The principal duty of the DTE is to boost the standard of child learning within the schools in 
the cluster by promulgating CPD program for primary school teachers in close alliance with 
the head of the cluster centre, heads of schools and teachers within the cluster, and other 
stakeholders.  The DTEs have three major roles: coordinator, trainer, and mentor.  
1. To judge and recognize professional development requirements of primary school 
teachers within the cluster 
2. To systematize in-service training courses for the teachers as per recognized needs 
within the overall CPD framework 
3. To work with the head teachers to plan and systematize school-based INSET and/or 
professional improvement activities 
4. To take on study of classroom teaching of teachers to offer at-spot, in-class 
pedagogical help and nose to nose mentoring 
5. To plan and manage monthly professional meetings of teachers and head teachers 
within the cluster for professional exchange of thoughts and experiences 
6. To support teachers to recognize their classroom troubles and search for solutions to 
their problems in alliance with their own colleagues and teacher educators  
7. To cooperate with other stakeholders or private providers of teacher  advancement 
8. To take part in training courses and other professional expansion activities planned by 
the DSD  
9. To keep records of professional events and counsels offered to the individual teacher 
within the cluster. 
 
2.4.16. Reporting Lines 
 DTEs report to the CTSC head. 
 The ACR of the DTEs is initiated by the CTSC Head, and counter-signed by the Head 
of DTSC.     
 
2.4.17. Role of Primary School Teachers 
 To join in-service training courses, follow-up workshops and a host of other CPD 
activities. 
 To be present at professional meetings regularly. 
 To educate in line with the given methods and strategies  
 To work together with DTEs and teacher colleagues for individual and group 
professional enlargement  
 To share experiences and troubles with colleagues 
 To inform the DTE what works and what does not work 
 To be accessible and to be observed in classrooms by DTEs and other colleague 
teacher 
 To labour persistently to attain distinction in teaching for efficient child learning. 
 
2.4.18. Function of CPD Framework for Primary School Teachers 
Teacher skills are vital for preliminary teacher preparation, in-service training, teacher 
assessment, evaluation and professional development.  There are no teacher skills that are 
recognized and approved countrywide or provincially, in Pakistan. DSD has started the 
procedure of recognizing teacher competencies, which demands thorough study, examination 
and wider discussion. According to DSD plan primary school teachers start their CPD 
framework series with firstly basic skills such as lesson planning, assigning homework, 
creative thinking, life skills, communication skills and assessment of student learning and 
secondly intermediate and lastly advanced competencies. The final objective is to enable 
teachers to reflect, take steps and put into practice as a self-learning expert. 
A Basic Foundation Module (BFM) has been designed for primary school teachers achieving 
the most basic competencies. Primary school teachers join a compulsory session of 
experiencing a face-to-face training through trained DTEs of DSD for the period of one 
week, in the beginning, at their relevant cluster centres. Teachers take part in the following 
phases of professional development; intermediate and advanced after the completion of Basic 
Foundation Module. 
Teacher joins a new stage of training, nine one-day workshops to be held at CTSCs, which is 
called follow-up training and support after participation in Basic Foundation Module. These 
follow-up training workshops are held on the last Saturday of every month and declared as 
Professional Development Days by the Education Department. It provides the teachers a 
chance of sharing their experiences with their colleagues and discussing their problems 
regarding classroom practices with the DTEs. 
Teachers’ complex problems and issues are referred to DSD. DTEs and DSD experts jointly 
calculate and review teachers’ requests and troubles and prepare additional teacher support 
materials and distribute it to the teachers for use. 
The beginning teachers and Least Qualified Teachers (LQTs) who are in need of additional 
professional support are experienced face to face mentoring which engrosses classroom-
based supervision, feedback and pedagogical support. Face to face mentoring is need-based, 
generally. Every DTE works with a group of approximately 22 mentees/LQTs in a year. DSD 
also has a program to prepare the head teachers to offer on-site mentoring and professional 
support to their colleague teachers, in the event of additional LQTs/mentees. 
If teachers have attained the basic competencies then they go into a new phase of 
professional development called intermediate and advanced. Requisite modules and 
equipment for the intermediate and advanced competencies will be developed afterward.   
Majority of the primary school teachers are under-qualified and in need of having to be 
upgraded academically/professionally. These teachers are endowed with 
scholarships/fellowships to let them to upgrade their qualification.  
A number of other potentials are, apart from what has been described above, also be searched 
and utilized for teacher’s professional growth.  These might comprise activities such as (a) 
school-based mentoring (experienced teacher supporting the less experienced teacher in the 
same school), (b)peer coaching (two teachers observing each other’s classes and sharing 
experiences),(c) teacher visit to other classrooms, (d) supervision and mentoring by school 
head,  (e) demonstration by teachers identified to be excellent, etc.   
 Perhaps, the most sustainable approach to teacher development is that the job of supervising 
and supporting the teachers should remain with the head teachers in order to make a genuine 
effect on classrooms. This task will be a fantasy without highly qualified and sufficiently 
trained head teachers. Due to the significant function of the head teachers DSD prepared and 
offered a training course to the heads of primary, elementary, secondary and higher 
secondary schools. The chief objective of the head teacher training is to help them 
understand their roles and responsibilities, give them with efficient leadership and 
management skills, facilitate them to handle learning and teaching in schools and construct 
their understanding of the idea and process of school upgrading and effectiveness (CPD, 
2007).  
 
 
 
  
 
 
 
 
 
2.5. Related Researches 
Masood (1996), conducted a research study to evaluate the effectiveness of New Primary 
Teachers Orientation Course. It was concluded that as a result of this in-service course, the 
teachers proved significant improvement in their teaching skills including set induction / the 
opening of the lesson, presentation, effective questioning, closing the lesson, planning, 
reinforcement, listening black board writing. 
Mahmood (1998) studied effectiveness of in-service training imparted through Teacher 
Training Project & the study revealed that there was a significant   difference between the 
achievement of experimental group and control group. The performance of experimental 
group was better than the students of the control group. The participants demanded to 
increase the duration of the training and also linked the successful completion of training 
with some monetary benefits. 
Khurshid (1998), conducted a research study to find out the effectiveness of New PTOC 
training on the female teachers’ classroom performance in Rawalpindi district. It is evident 
from the findings of the study that the New PTOC has been effective in improving the 
primary school female teachers’ teaching skills in Rawalpindi.  
Hayon (1989) conducted a variety of research studies, his results suggest that interpersonal 
skills can be transmitted to teachers both economically and efficiently. Furthermore, teachers 
who possess these skills are more effective in their classrooms in terms of students` 
behaviour, attitudes and achievement. 
Ghaith and Yaghi (1997) tried to find out the associations among educators experience, 
effectiveness, and behaviour towards the promulgation of instructional novelty. The findings 
described that, individual teaching effectiveness positively interrelated, experience was 
negatively interrelated, and general teaching effectiveness not interrelated with teachers' 
behaviour towards promulgating latest instructional practices. 
Harris and Sass (2011) examined the effects of different kinds of education and training on 
the efficiency of educators in developing student achievement. They discover that primary 
and middle school teachers’ efficiency rises up with experience (informal training on-the-
job). On the contrary, there is no reliable connection between formal professional 
development training and teacher efficiency. There is no proof that teachers' pre-service 
training is linked to efficiency. 
Pritchard1 (1987) studied the effects of teacher training on the writing skill of the student 
.The senior high students of trained teachers got the highest mean score. The results were in 
favour of the treatment group at the junior high level. There were found the evidence of 
statistically significant differences between trained and non-trained teachers for four 
instructional practices and for the sum of interaction with other professionals.  
Jarvis and Pell (2007) analyzed science understanding, attitudes and confidence levels of 
teachers before and after a major in‐service program. Teachers’ confidence level about 
science teaching had enhanced considerably. The majority of the teachers had improved 
reasonable levels of understanding and more optimistic attitudes. There were recognized four 
kinds of responses, firstly, those who developed confidence& attitudes called high attainers, 
secondly, those who made developments and had inadequate knowledge of science and the 
course was difficult to them, thirdly, those who were working very well already and for 
whom the program had tiny effect, fourthly, those who showed low confidence level and 
capability all through. The study also described students’ cognition and attitudinal 
differences linked to these kinds. 
Baylor and Ritchie (2002) observed the seven factors linked to school technology on five 
reliant measures in the areas of teacher skill (technology competency and technology 
integration), perceived student learning and teacher morale, (higher order thinking skills 
acquisition & impact on student content acquisition). Technology integration and teacher 
technology competency were foretold by teacher openness to change. Teacher morale was 
foretold by professional improvement and constructivist use of technology. Technology 
influence on content acquisition was foretold by the potency of leadership, teacher openness 
to change. Technology influence on higher-order thinking skills was foretold by teacher 
openness to change, the constructivist use of technology, and negatively influenced by 
percentage of technology use where students work on their own.  
Russell, Bebell, O’Dwyer, and O’Connor (2003) studied the amount to which technology is 
employed in and out of the classroom for instructional purposes. The study provides the facts 
that teachers usually utilize technology more for preparation and communication than for 
delivering lessons or conveying learning activities that have need of the use of technology. 
Although it was observed that fresh teachers reported superior levels of ease with technology 
and apply it more for preparation, more skilled teachers report employing technology more 
often in the classroom when teaching or having students engaged in learning activities. 
Avramidis, Bayliss and Burden (2003) focused that without modifying optimistically 
teachers’ attitude we cannot succeed in implementing plan and policies at any level. Our 
teachers must require best education and trainings for getting constructive modifications in 
their understandings about new, novel, and feasible plans and policies.  Although the study 
presented the evidence of optimistic attitude of the respondents toward the common 
conception of inclusion yet their proficiency considerably decreased at the same time 
according to the sternness of children’s needs. Likewise, Children suffering from 
psychological disorders were observed as causing more concern and stress potentially than 
those with other kinds of particular needs. 
Morais, Neves, and Afonso (2005) examined the relationship between modals of teacher 
training and modals of pedagogic practice executed in the class room and the findings imply 
that the teacher training executed was constructive to the teachers’ professional growth and 
their skill to guide all children towards an advanced scientific improvement. 
Berry Roger (1990) observed that langue development has a twofold purpose. Initially by 
elevating teachers’ proficiency rank and finally providing models of teaching behavior and 
thus executing, where preferred ,an alteration in teaching practices. The uncertain ending is 
that language development can have fundamental character in in-service teacher training if 
incorporated with methodology constituent. 
Webb, Vulliamy, Hamalainen, Saria, Kimonen, and Nevalainen (2004) observed that the 
conception of teacher professionalism was shaped in England and Finland by past and 
present philosophy, policy and practice and exhibited manifold and situational proportions. 
Brown and Medway (2007) described that actual classroom practices were proved better than 
the teacher education programs for how to teach the students effectively.  
According to Barrs (2005) local governance and control may boost the moral values of the 
schools, and makes accountability and monitoring systems more efficient but it can deliver a 
little noteworthy perfection to the quality of teaching without training and follow-ups. 
Rizvi (2008) revealed that head of primary school teachers can make a change from 
conventional leadership styles to more modern approaches planned to improve teacher 
professionalism but heads needed training for high quality leadership. 
Jaffer (2010) studied that developments in the quality of education were based on 
equilibrium of three things: the accessibility of related and sufficient physical, human, and 
economic resources; efficient and strong leadership; and evaluation, practical monitoring, 
and professional aid for schools. 
Fakir and Harlech-Jones (2008) described that any teacher training program cannot be proved 
successful for the trainees without providing suitable conditions for its execution. The study 
recognized harsh deficiencies linked to the accomplishment of the fresh approach, mostly 
concerning to a collapse by the teacher‐educators to comprehend and adapt to the real 
contexts in which the teachers work.  
Smith and Corkery (2012) studied that the participants’, secondary school pre-service 
teachers, sense of teaching value and efficacy amplified after the execution of two practica. 
Erickson and Brandes (2005) illustrated that these small-scale schemes with the objective of 
increasing the chances for professional maturity of the contributors through teamwork 
between classroom teachers and teacher educators had: improved the learning environment in 
classrooms for students and teachers; shaped models of professional advancement for school 
and teacher educators; and endowed with the applicable knowledge about learning and 
teaching problems in classroom settings.  
Hansen-Thomas, Casey, and Grosso (2012) expressed that, the effect of partaking and 
cooperation in an in-service professional development project for teachers and its target was 
to develop student performance by enhancing the competencies of the teachers, the training 
project improved the technological skills of the participants for working with English 
language learners. 
Sass and Feng (2012) Observed little efficacy of in-service professional 
improvement courses emphasizing on special education but educators who held higher 
degrees were more efficient in enhancing mathematics realization of students with 
disabilities than those teachers with only a baccalaureate degree while pre-service training in 
special education had significant effects on the capability of teachers of special education 
courses.  
Bray and Howard (1980) analyzed that, the impacts of 3 kinds of teacher trainings on 
graduate teaching assistants (TAs), the training created noteworthy changes in the trained 
teaching assistants’ (TAs) teaching attitude, self-ratings of teaching capability, and student 
ratings of instruction comparative to the no-treatment control group.  
Sparks ( 1988) studied that, the relation between teachers' attitudes toward teaching practices 
existed in in-service training and the later use of these practices, the teachers' post training 
ratings of the significance of employing the practices were projective of their use by them 
while developing teachers were different from non- developing teachers in their readiness to 
experiment in their classrooms and in their enlargement in self-efficacy but non-improving 
teachers had a tendency to protect their ordinary style of teaching  and had low hopes for not 
only themselves but also for their pupils. 
Goebel, Umoja, and DeHaan (2009) revealed that, the effects of the Elementary Science 
Education Partners program, a Local Systemic Change initiative cooperated by the National 
Science Foundation, on teachers’ professional advancement, the teachers articulated better 
self-confidence about teaching science than before the training program and they used up 
more class time on the  subject. 
Gibbs and Coffey (2004) observed that, the efficacy of a training group of teachers and their 
pupils at the launch of their training and one year later and a control group of fresh teachers 
which had not joined training session, a variety of positive changes was developed in the 
teachers and students of the training group, but on the contrary negative changes were found 
in the untrained teachers of the control group. 
Murphy, Neil and Beggs ( 2008) noted that, the primary teachers’ self-confidence in science 
teaching and to assess the effect of science initiatives experiencing in UK primary schools, 
the professional maturity in science works, in that teachers who had participated science 
continuing professional development (CPD) were much more sure and confident to 
instruct science than those who had not. 
Tatto, Nielsen, Cummings, Kularatna and Dharmadasa (1993) pointed out that, the efficacy 
and expenditures of three approaches to elementary teacher education in Sri Lanka — pre-
service, distance in-service, and conventional in-service, the distance education was the most 
cost-effective of all the three approaches, graduates of colleges of education were 
considerably efficient in generating high accomplishment in their students in language and 
mathematics. 
Hoover-Dempsey, Walker, Jones, and Reed (2002) evaluated, the program planned to boost 
the involved teachers’ beliefs, competencies, and techniques linked to parental participation, 
that the involvement amplified teachers’ sense of efficacy, and improved beliefs about 
parents’ effectiveness for helping children learn as well as invitations to involvement. 
Jarvis, Hingley, and Pell (2008) examined that, the changing attitudes of fourty science 
technicians (they acquired some of their expertise through adhoc mentoring by senior 
classmates, but very few had any extended training) in the English East Midlands who 
participated four‐day training courses, the courses improved most participants’ job 
satisfaction and their self-confidence in their dexterity. 
Hascher, Cocard, and Moser (2004), described that, the effect of a study on learning 
processes during three types of practicum upon all student teachers at the University of Bern, 
the student teachers’ general teaching abilities developed, and their manners toward students 
became more open.  
Atay Derin (2008) analyzed that, the effect of an in-service training program in which 
Turkish EFL teachers were endowed with relevant theoretical knowledge along with 
direction for research, reflection and collaboration, although teachers faced complexities in 
accomplishing and reporting their research yet the program had an encouraging effect on 
their professional improvement. 
Draper, White, O’Shaughness, Flynt, and Jones (2001) revealed  that, the effects of Kinder 
Training on chosen kindergarten and first grade students' behavior, social skills, and early 
literacy skills, as well as its effects on teacher behavior in the classroom, the student– teacher 
rapport  improved, the student felt more encouraged in the classroom, the teacher transport 
the recently acquired proficiencies to his/her students, and Kinder Training  an valuable 
intervention/involvement for struggling students and a victorious practical approach for 
teacher competency improvement. 
Sari (2007) analyzed that, the effect of an INSET program on regular classroom teachers' 
attitudes towards deaf students educated in regular primary schools, the teachers in the 
experimental group augmented their knowledge about deafness and that their attitudes were 
notably more optimistic especially teachers' attitudes altered in relation to classroom 
management and knowledge about the education of deaf students in inclusive settings. 
Ucar (2012) examined that, the pre-service teachers’ observations on science, scientists, and 
science teaching and the associations between these observations and the presented courses 
over several years spent in an elementary science teacher training program, the Participants’ 
views of science teaching shifted from teacher-centered views to student-centered ones, but 
participants’ views about scientists and science did not modify greatly. 
Piwowar, Thiel, and Ophardt (2013) assessed that, the usefulness of a training program for 
in-service secondary school teachers in classroom management, all the partakers reported 
better knowledge of classroom management after training but assumed encouraging effects 
on teachers' skills and enhanced student commitment happened in the intervention group 
only. 
The results of the present study are also correlated with the above mentioned researches 
because of their optimistic effects upon teachers’ professional performance. 
CHAPTER: 03 
METHOD & PROCEDURE 
3.1. Methodology of the Study 
This section describes the methodology and procedure used to conduct the study.  
Research methodology is a logical approach to work out a difficulty through the selection of 
the most suitable methods, their accuracy of results, and their effectiveness (Rajasekar, 
Philominathan & Chinnathambi, 2006).  
 
3.2. Nature of the Study 
The present study was descriptive in its nature. Descriptive research is extremely helpful for 
exploring various educational problems and deals with the collection of data in order to 
answer research questions and to evaluate views, opinions, attitudes and demographical 
information (Ghaffar, 2005). It also attempts to depict an exact image of a phenomenon by 
concentrating on accurate facts that best illustrate an existing/past event without finding out 
the causal relationships concerned to that event (Given, 2007). That is why no predictions, 
hypotheses, or explanations for causal relationships were included in the research study. 
Thus, the study only analyzed the respondents’ views gathered on a Likert-type scale by 
making choices which conform to the teachers’ performance improvement. 
The following questions were, more specifically, addressed in the data collection and 
analysis:  
(a)What is the effect of CPD on the teachers’ performance? (b) What is group’s opinion 
district wise? (c) What is group’s opinion locality wise? (d) Is CPD helpful for teachers? And 
(e) why in-service teacher training is inevitable? 
 
3.3. Research Design of the Study 
Primarily, a research design is a blue print of the steps that the researcher would go through 
such as answering to research questions, stating hypothesis, implications of hypothesis and 
methods and techniques utilizing for collection, interpretation and analysis of data (Zari 
Rafiq, 2006). This study followed a survey (descriptive) research design. 
A draft (explanation of the population, sample, instruments used to collect data, their 
construction, refinement, and method of data collection and the analysis of data) was 
prepared to gather realistic information from the contributors (head teachers, peer teachers 
and students) about the effect of the CPD program on the performance. 
3.3.1. Population  
A statistical population is the total sum of all individual units or items of some characteristics 
of interest (Chaudhry and Kamal, 1996). The population for the present study was comprised 
all the Govt. boys primary schools of the twelve districts i.e. Kasur, Okara, Attock, Gurat, 
Faisalabad, Rajanpur, Mianwali, Sargodha, Sheikhupura, Muzaffargarh, Rahim Yar Khan, & 
Mandi Bahauddin of Punjab, Pakistan. 
3.3.2. Sample  
A statistical sample is a tiny part of statistical population, selected for analysis, having all the 
characteristics of statistical population from which it is drawn (Ghaffar, 2005). Sample was 
taken with the help of multistage cluster random sampling technique due to practical reasons 
because population had a nested structure. Firstly 4 (33%) districts were selected randomly 
out of 12 districts. Secondly 344 (10%) schools, out of 3158 Govt. boys’ primary schools, 
were selected randomly according to the sample size table (Krejcie & Morgan, 1970) and 
more precisely with the help of online available sample size calculator by raosoft.com. 
Thirdly a cluster comprising eight respondents (one head teacher, two peer teachers, and five 
students of the 5th grade) was randomly selected from each and every school for the 
collection of data. The total number of partakers/respondents (344 heads, 688 peer teachers, 
and 1720 students) in the study was 2752. Targeted teachers were the teachers who had been 
engaged in the teaching of 5th grade students. Seventy percent (70%) of the sample was 
collected from rural areas and thirty percent (30%) from urban areas, of the four selected 
districts and their tehsils, because of the population division (rural population 70% and urban 
population 30%) within the Punjab, Pakistan. 
3.3.3. Research Instrument  
Research instrument is any tool or device which is utilized by a researcher to collect data 
from the selected sample/population. The research instrument selected for this study was 
questionnaire. The most commonly used data collection device in educational research and it 
helps collect data on opinions, knowledge, attitudes, behaviors and facts, etc (Radhakrishna, 
2007). It is simple, to analyze, rapid, cost-effective, and time-saving research instrument 
(Milen, 1999). 
Three different questionnaires were developed by the researcher after a series of dialogues 
and discussions with the peers and supervisor. Those questionnaires included opinion with 
respect to the targeted teachers’ performance as a result of CPD training program. The 
instruments were five point Likert scales, the mostly frequently used rating scales for surveys 
often employed to assess the degree of intensity from best to worst  of opinions, ranging from 
“Strongly Agree” to “Strongly Disagree” in which the participants were requested to mark 
the apposite box (Ong'anya & Ododa, 2009). The responses were coded as, Strongly Agree = 
5, Agree = 4, Undecided = 3, Disagree = 2, Strongly Disagree = 1.  
3.3.4. Pilot Study 
 Pilot study or feasibility study is a small scale preliminary study of fuller study along with 
the pre-testing of research instruments like interview schedule or questionnaire, conducted in 
order to identify feasibility, cost, time, and latent practical troubles in the subsequent research 
procedure (van Teijlingen & Hundley, 2002). 
Pilot study was performed to recognize the first round outcomes and to find out the 
effectiveness and suitability of the questionnaires to the content or subject matter. The 
initially prepared questionnaires were distributed, among ten Govt. boys’ primary schools of 
the selected districts of the Punjab, Pakistan, by the researcher personally so that the aim of 
the study might be clarified to the respondents. They were appealed to fill in the 
questionnaires and return them within one week. For the sake of validation, questionnaires 
were reviewed/re-examined twice by the panel of experts (supervisor, CPD training 
personnel, and subject specialists) in educational set up. The researcher also appealed to the 
experts to give their ideas, proficient views generously about the design, langue aptness and 
lucidity of items in order to make them more easy, clean, chaste, and purposeful. On the basis 
of relevant data and judgments of professionals a few items were excluded from the 
questionnaires and rest of the items were improved. 
3.3.5. Validity and Reliability of the Research Instrument 
Two statistical characteristics, reliability and validity, are frequently employed to estimate 
the worth/standard of research tools. “Consistency of results is called reliability”, and validity 
“as the degree to which a measuring device measures what it purports to measure” (Zari 
Rafiq, 2006). Thus validity and reliability involve accuracy of research instrument and 
consistency in results respectively.  
The contents of the questionnaires were re-examined by the researcher’s supervisor and by 
the senior subject specialists, other senior researchers, experts of CPD training program [lead 
teacher educator (LTE), teacher educators (TEs), and district teacher educators (DTEs)] in 
order to make sure that the contents of the questionnaires mirrored the purpose of the 
research study and would be able efficiently to answer the research questions. These 
precautions improved the questionnaires’ content validity, face validity, wordings and 
grammatical structures etc. The concluding draft of all the three questionnaires was prepared 
and consisted of 76 items and nine areas of teachers’ performance. The areas of the three 
questionnaires were (1) Responsibility and Punctuality, (2) Lesson Planning and Preparation, 
(3) Classroom Management, (4) Monitoring and Evaluation, (5) Guidance and Counselling, 
(6), Use of Educational Psychological Techniques, (7) Pedagogical Skills, (8) Teacher’s 
Attitude, and (9) Values. The questionnaires for head teachers, peer teachers and students 
comprised 26, 30, and 20 items respectively, (Appendix, A, B, and C).  
There is forever a hazard what researchers name as the ‘guinea pig effect’, in which the 
respondents presume that they are part of a research, and respondents think that they 
will be handled with a heavy hand by their higher authorities. For example their 
information would be used against them by sending to the Education Department and 
Ministry of Education etc.  
In order to lessen the respondents’ fretfulness, the researcher persuaded them that 
their responses would only be used for research purposes and this problem was 
tried to solve by a covering letter attached with the questionnaires. In addition the 
covering letter had clearly spelt out that this research had an immense significance 
for all. Validity of the instruments improved by these arrangements (Borg and Gall, 
1983).   
Cronbach’s alpha (α), a coefficient of internal consistency, generally utilized to measure the 
reliability of a test (Wikipedia, 2012).  
Reliability of the items was measured through Cronbach’s Alpha. 
 
 
Sr# 
Questionnaires 
Cronbach's 
Alpha 
Cronbach's 
Alpha Based 
on 
Standardized 
Items 
 
Items 
1 Head Teachers .994 .995 54 
 
2 Peer Teachers .990 .997 65 
3 Students .967 .991 44 
  
The entire data for the above interpretation has not been shown.  
3.3.6. Data Collection Procedure 
As an outcome of the above mentioned trial those instruments, along with covering letters 
explaining the study, were finally administered by the researcher himself and his personal 
messengers in the year 2012. An intensive training was given to all the messengers/research 
assistants for the collection of data. Firstly the instruments were administered within the 
district Faisal Abad, secondly in Okara district, thirdly in Sheikhupura and lastly in Sargodha 
district. The instrument administration process took a time of three weeks. The respondents 
were requested to read once the questionnaires, in order to make the sense clear, in the 
presence of researcher or his research assistants. The respondents were facilitated if they 
encountered any difficulty in understanding the questionnaires but it had happened very 
rarely. The respondents had also been informed that these questionnaires would be collected 
back after twenty days. The support of the teachers of the schools was also sought out for this 
purpose through their heads and other higher authorities. A request was sent by LTE, TEs, 
and DTEs to all the concerned heads of the schools. Return rate of all the three 
questionnaires was surely made 100% by giving them reminders again and again, after one 
week of instruments’ administration, through telephonic contacts. Although it was a vexing 
and a very time consuming job yet turned up to be a success in each district. With a great 
support of a large number of research assistants this tedious task of data collection was 
completed in three months.  
The researcher and his personal messengers distributed the instruments into 344 Govt. boys’ 
primary schools (Faisal Abad=108, Sargodha=102, Sheikhupura=68 and Okara=66 schools) 
with the ratio of 70:30 for rural and urban areas respectively. The researcher and his personal 
messengers distributed 2752 questionnaires (344 to head teachers, 688 to peer teachers, and 
1720 to students) among the sample subjects.  
 3.3.7. Data Analysis 
The method of breaking a complex topic/substance into minor parts, to gain a better 
understanding of it, is called analysis (Wikipedia, 2012). A statistical analysis generally gives 
meaning to what otherwise would be a set of numbers, values and figures. 
The data collected through research instruments, about teachers’ performance, were entered 
into Microsoft Excel for tabulation and analyzed with the help of Statistical Package for 
Social Sciences (SPSS) 17, and explained keeping in mind the objectives of the study. The 
data were analyzed mainly by using Chi Square & percentage to find out the group’s opinion 
district and locality wise with respect to the teachers’ performance. The analysis and 
interpretations were incorporated in tables which presented the data in detail accompanied by 
subsections of discussion which revealed significant features of the data. There are 30 tables 
in chapter 4 revealing the findings. The conclusions were drawn and recommendations were 
made on basis of the statistical analysis. 
CHAPTER: 05 
FINDINGS, CONCLUSIONS, & 
RECOMMENDATIONS 
This chapter describes findings, conclusions and recommendations of the research 
study. 
5.1. Findings 
Following are some of the major findings of the study: 
 The study revealed that 84.3% head teachers, 83.3% peer teachers, and 83.1% 
students were strongly agreed about the `improvement in the teachers’ performance. 
 Though head teachers, peer teachers, and students’ opinions concerning to each area 
of teachers’ performance were found varied yet highly positive.  
 The study also disclosed that 82.9%, 83.5%, 80.3%, and 88.4% respondents of 
Sheikhupura, Sargodha, Faisalabad, and Okara respectively were strongly agreed with 
respect to the improvement in the teachers’ performance. 
 The collective opinion of the respondents (head teachers, peer teachers, and students) 
of the four selected districts regarding to each and every area of the teachers’ 
performance was different from district to district yet too much encouraging.  
 The study further exposed that88.5% and 81.2% respondents of urban and rural 
localities respectively were strongly agreed with respect to the improvement in the 
teachers’ performance. 
 The combined view of the respondents of both localities with respect to every area of 
the teachers’ performance was varied from locality to locality yet extremely 
optimistic. 
 
 
5.2. Conclusions 
Following conclusions are drawn from the findings of the study: 
 From the findings of the study it is concluded that there is no significant difference 
among the opinions of head teachers, peer teachers and students. 
 A great majority of head teachers, peer teachers, and students think highly positively 
about the improvement in the teachers’ performance as a result of the CPD training. 
 There is a significant difference among the four selected districts yet the improvement 
in their teachers’ performance was very optimistic. 
 The district Okara is on the highest position while district Faisalabad is on the lowest 
footing and districts Sheikhupura and Sargodha has gained the middle position with 
respect to their teachers’ performance improvement. 
 There is a significant difference between both the localities yet their teachers’ 
performance improvement is highly positive. 
 The urban locality is on the higher pedestal as compared to the rural locality 
regarding the improvement in its teachers’ performance. 
 No doubt, the effect of CPD training program on the performance of primary school 
teachers is highly encouraging. 
 Indeed, CPD program is extremely helpful in increasing teachers’ performance at 
primary school level. 
 In-service teacher training is inevitable for the improvement in teachers’ 
performance. 
 
  
 
 
 
5.3. Recommendations/Suggestions 
Following are the recommendations/suggestions: 
 CPD training must be made compulsory for all teachers up to higher secondary level 
without any discrimination of gender. 
 Similar experiments must be performed to evaluate the effects of CPD program on 
male & female teachers’ performance within the remaining districts of the Punjab, 
Pakistan. 
 Research studies must be made to diagnose the causes of performance difference 
between the teachers of urban and rural areas. 
o Training session must be at least one month. 
o There must be two training sessions in summer vacation and teachers’ participation 
must be compulsory in at least one session. 
o Training sessions must be prolonged for the teachers of rural locality in order to fill 
the gap between both localities. 
o Training sessions must be monitored strictly by the higher authorities for getting 
maximum output. 
o There must be organized permanent committees of professionals for analyzing trainee 
teachers’ professional improvement. 
o Teachers’ promotion must be based on their best professional performance in their 
respective schools. 
o Training cadre must be separated from the teaching cadre. 
o There must be at least three seminars in a year to vivify the significance of in service 
training at division level. 
o Educationists, educational psychologists and philosophers must address those 
seminars focusing upon the significance of in service training for teachers.  
o There must be studies to evaluate the performance of master trainers of the C.P.D. 
training framework.  
o There must be studies to evaluate the status of the C.P.D framework infrastructure. 
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Appendix A 
Item Analysis (%) of Head Teachers’ Questionnaire 
Q Sheikhupura (N=68) Sargodha (N=102) Faisalabad (N=108) Okara (N=66) 
  SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 0.0 0.0 1.5 26.5 72.1 2.0 1.0 0.0 35.3 61.8 0.0 0.9 5.6 39.8 53.7 0.0 0.0 1.5 33.3 65.2 
2 0.0 2.9 11.8 32.4 52.9 0.0 6.9 14.7 46.1 32.4 0.9 7.4 7.4 43.5 40.7 0.0 6.1 6.1 54.5 33.3 
3 0.0 1.5 5.9 44.1 48.5 0.0 3.9 8.8 52.0 35.3 0.9 0.9 9.3 45.4 43.5 0.0 0.0 4.5 48.5 47.0 
4 0.0 4.4 0.0 29.4 66.2 0.0 4.9 2.0 50.0 43.1 0.0 2.8 6.5 42.6 48.1 1.5 1.5 1.5 30.3 65.2 
5 0.0 1.5 5.9 35.3 57.4 2.9 2.0 5.9 39.2 50.0 0.9 2.8 4.6 38.9 52.8 0.0 0.0 10.6 33.3 56.1 
6 0.0 1.5 2.9 36.8 58.8 0.0 2.0 5.9 37.3 54.9 0.0 0.9 3.7 52.8 42.6 0.0 0.0 4.5 59.1 36.4 
7 1.5 4.4 2.9 30.9 60.3 1.0 1.0 6.9 52.0 39.2 0.0 3.7 5.6 48.1 42.6 0.0 1.5 6.1 40.9 51.5 
8 0.0 1.5 4.4 45.6 48.5 0.0 3.9 4.9 54.9 36.3 0.0 1.9 9.3 44.4 44.4 0.0 0.0 6.1 47.0 47.0 
9 0.0 0.0 2.9 30.9 66.2 1.0 1.0 2.0 41.2 54.9 0.0 3.7 6.5 36.1 53.7 0.0 0.0 1.5 37.9 60.6 
10 0.0 2.9 10.3 35.3 51.5 1.0 3.9 5.9 47.1 42.2 0.0 0.0 7.4 51.9 40.7 0.0 1.5 7.6 50.0 40.9 
11 0.0 1.5 5.9 33.8 58.8 0.0 1.0 2.9 53.9 42.2 1.9 0.9 8.3 50.9 38.0 0.0 0.0 7.6 42.4 50.0 
12 0.0 1.5 5.9 36.8 55.9 1.0 2.9 4.9 42.2 49.0 0.9 1.9 4.6 37.0 55.6 3.0 1.5 3.0 40.9 51.5 
13 0.0 0.0 8.8 45.6 45.6 0.0 3.9 7.8 46.1 42.2 0.0 1.9 8.3 38.9 50.9 0.0 0.0 4.5 54.5 40.9 
14 0.0 4.4 8.8 36.8 50.0 2.0 2.9 8.8 48.0 38.2 0.9 2.8 7.4 47.2 41.7 0.0 3.0 3.0 57.6 36.4 
15 0.0 1.5 1.5 27.9 69.1 1.0 2.0 4.9 43.1 49.0 0.0 0.9 9.3 34.3 55.6 0.0 0.0 7.6 42.4 50.0 
16 0.0 1.5 4.4 36.8 57.4 0.0 2.9 4.9 49.0 43.1 0.0 0.0 7.4 50.0 42.6 0.0 1.5 3.0 47.0 48.5 
17 0.0 1.5 4.4 27.9 66.2 0.0 2.9 3.9 40.2 52.9 0.0 2.8 5.6 42.6 49.1 0.0 0.0 1.5 47.0 51.5 
18 0.0 2.9 4.4 35.3 57.4 0.0 2.9 4.9 45.1 47.1 0.0 0.9 6.5 48.1 44.4 1.5 3.0 6.1 45.5 43.9 
19 0.0 2.9 5.9 35.3 55.9 0.0 1.0 8.8 42.2 48.0 0.0 4.6 3.7 42.6 49.1 0.0 1.5 6.1 60.6 31.8 
20 0.0 4.4 7.4 30.9 57.4 1.0 3.9 8.8 43.1 43.1 0.0 0.9 11.1 48.1 39.8 0.0 0.0 1.5 47.0 51.5 
21 1.5 0.0 7.4 32.4 58.8 1.0 2.9 4.9 39.2 52.0 0.0 1.9 7.4 36.1 54.6 0.0 4.5 1.5 51.5 42.4 
22 1.5 5.9 4.4 25.0 63.2 2.9 2.9 4.9 40.2 49.0 1.9 0.9 4.6 40.7 51.9 3.0 1.5 3.0 42.4 50.0 
23 1.5 0.0 5.9 22.1 70.6 2.9 0.0 4.9 29.4 62.7 0.0 0.9 3.7 35.2 60.2 0.0 1.5 0.0 33.3 65.2 
24 1.5 0.0 2.9 20.6 75.0 2.9 2.9 4.9 22.5 66.7 0.0 0.0 3.7 31.5 64.8 0.0 3.0 1.5 34.8 60.6 
25 0.0 1.5 4.4 23.5 70.6 1.0 0.0 2.9 37.3 58.8 0.0 0.9 2.8 38.9 57.4 0.0 1.5 3.0 39.4 56.1 
26 0.0 0.0 4.4 26.5 69.1 1.0 0.0 0.0 37.3 61.8 0.0 1.9 3.7 35.2 59.3 0.0 3.0 1.5 42.4 53.0 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
Appendix B 
Item Analysis (%) of Peer Teachers’ Questionnaire 
Q Sheikhupura (N=136) Sargodha (N=204) Faisalabad (N=216) Okara (N=132) 
  SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 0.0 0.0 0.7 22.1 77.2 0.5 0.5 2.9 25.5 70.6 0.0 0.5 4.6 27.8 67.1 0.0 0.0 0.0 21.2 78.8 
2 0.0 0.7 3.7 38.2 57.4 0.0 3.4 7.8 47.5 41.2 0.0 1.9 7.9 42.1 48.1 0.0 0.0 2.3 49.2 48.5 
3 0.0 0.0 11.0 30.9 58.1 0.0 1.0 8.3 40.7 50.0 0.5 2.8 6.9 47.2 42.6 0.0 1.5 2.3 49.2 47.0 
4 0.0 0.7 4.4 30.1 64.7 0.0 0.5 6.9 30.9 61.8 0.5 0.9 5.6 36.6 56.5 0.0 0.0 2.3 35.6 62.1 
5 0.0 0.0 8.8 45.6 45.6 0.0 2.5 7.8 45.1 44.6 0.5 2.3 11.1 43.1 43.1 1.5 0.0 4.5 59.1 34.8 
6 0.0 0.7 4.4 45.6 49.3 0.0 2.9 8.3 40.2 48.5 1.9 5.1 10.2 42.6 40.3 0.0 1.5 7.6 37.9 53.0 
7 0.0 0.7 3.7 36.8 58.8 0.5 2.5 4.4 36.3 56.4 0.5 0.9 6.9 39.4 52.3 0.0 1.5 3.8 37.9 56.8 
8 0.0 1.5 5.1 43.4 50.0 0.0 2.5 4.4 37.7 55.4 0.0 2.3 5.6 42.6 49.5 1.5 1.5 0.8 35.6 60.6 
9 0.0 0.0 2.2 44.1 53.7 1.5 1.5 8.8 32.4 55.9 0.9 0.5 5.6 41.2 51.9 0.0 0.0 2.3 45.5 52.3 
10 0.0 1.5 7.4 41.2 50.0 0.5 4.9 5.4 44.6 44.6 1.9 0.9 8.3 50.0 38.9 0.0 4.5 3.0 51.5 40.9 
11 0.7 0.0 4.4 43.4 51.5 1.5 1.0 4.4 37.7 55.4 0.9 0.9 6.5 36.1 55.6 1.5 0.0 0.8 40.9 56.8 
12 0.0 2.2 3.7 43.4 50.7 0.0 0.5 5.9 45.1 48.5 0.5 0.9 8.3 44.0 46.3 0.0 0.0 4.5 46.2 49.2 
13 0.7 0.7 6.6 32.4 59.6 1.0 1.0 7.4 31.9 58.8 0.5 1.4 6.0 34.7 57.4 0.0 2.3 0.8 31.1 65.9 
14 0.7 0.7 7.4 41.9 49.3 0.0 2.0 8.3 38.2 51.5 1.9 0.9 6.0 40.7 50.5 0.0 0.8 3.0 37.1 59.1 
15 0.0 0.0 5.1 43.4 51.5 1.5 2.5 5.9 39.7 50.5 0.9 0.5 7.4 40.7 50.5 2.3 2.3 2.3 39.4 53.8 
16 0.0 0.7 1.5 38.2 59.6 0.5 2.5 7.4 37.7 52.0 0.0 3.7 7.4 42.6 46.3 0.0 1.5 3.8 40.2 54.5 
17 0.0 0.7 8.1 46.3 44.9 0.0 4.4 9.8 35.8 50.0 0.5 1.4 10.2 46.8 41.2 0.0 0.0 4.5 47.0 48.5 
18 0.0 1.5 1.5 41.2 55.9 0.0 0.5 7.8 34.8 56.9 0.0 1.4 8.3 38.4 51.9 0.8 1.5 3.8 38.6 55.3 
19 0.0 0.0 8.1 45.6 46.3 0.0 0.5 7.4 40.7 51.5 0.9 1.9 7.4 41.7 48.1 0.0 3.0 1.5 36.4 59.1 
20 0.0 1.5 2.9 41.2 54.4 0.0 2.0 4.9 43.1 50.0 0.0 1.4 6.0 40.3 52.3 0.0 0.0 3.0 42.4 54.5 
21 1.5 3.7 7.4 41.2 46.3 2.9 6.4 8.8 41.7 40.2 1.9 1.4 7.9 45.8 43.1 0.8 0.0 2.3 44.7 52.3 
22 0.0 0.7 3.7 34.6 61.0 2.0 0.0 8.3 32.8 56.9 0.9 0.5 6.9 40.3 51.4 0.0 0.0 2.3 42.4 55.3 
23 0.0 0.0 2.2 40.4 57.4 0.0 2.0 4.4 35.8 57.8 0.0 1.4 6.5 43.5 48.6 0.0 1.5 0.8 44.7 53.0 
24 0.0 0.7 11.8 40.4 47.1 2.9 4.9 14.2 40.7 37.3 0.5 4.6 8.8 43.1 43.1 1.5 1.5 9.8 49.2 37.9 
25 0.0 0.0 8.1 39.0 52.9 0.0 0.5 6.9 33.8 58.8 0.5 0.5 6.0 32.4 60.6 0.0 2.3 3.0 34.8 59.8 
26 0.0 0.0 4.4 26.5 69.1 1.5 0.0 5.9 27.9 64.7 0.0 0.9 4.2 31.9 63.0 0.0 0.0 3.0 29.5 67.4 
27 0.0 0.7 4.4 44.1 50.7 1.5 0.0 6.9 38.7 52.9 0.0 0.9 5.1 38.4 55.6 1.5 0.8 1.5 42.4 53.8 
28 0.0 1.5 5.9 36.0 56.6 3.4 2.0 7.4 40.2 47.1 0.9 1.9 8.8 48.1 40.3 0.0 1.5 2.3 56.1 40.2 
29 0.7 0.0 3.7 32.4 63.2 0.0 0.0 5.9 31.9 62.3 0.0 1.4 7.9 37.5 53.2 0.0 1.5 2.3 34.8 61.4 
30 0.0 0.0 3.7 21.3 75.0 0.5 1.5 4.9 26.0 67.2 0.0 0.5 6.5 25.5 67.6 0.0 0.0 3.8 23.5 72.7 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
Appendix C 
Item Analysis (%) of Students’ Questionnaire 
Q Sheikhupura (N=340) Sargodha (N=510) Faisalabad (N=540) Okara (N=330) 
  SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 0.9 0.6 1.8 15.0 81.8 0.0 0.2 3.9 20.8 75.1 0.0 0.0 8.0 20.7 71.3 0.0 0.0 0.9 20.6 78.5 
2 0.3 1.5 2.6 24.7 70.9 0.2 0.0 3.7 32.4 63.7 1.7 0.9 7.4 28.0 62.0 0.6 0.0 1.5 33.3 64.5 
3 2.6 2.1 5.3 23.2 66.8 0.8 1.6 7.1 30.0 60.6 1.7 1.9 5.2 31.3 60.0 1.2 5.5 2.1 32.4 58.8 
4 1.8 1.8 7.4 34.4 54.7 0.8 4.7 8.2 38.8 47.5 1.5 2.0 8.1 40.0 48.3 0.0 3.0 5.5 36.1 55.5 
5 0.6 1.8 5.0 33.8 58.8 0.0 1.4 7.5 39.2 52.0 0.7 4.3 8.9 35.7 50.4 0.0 2.1 7.0 44.8 46.1 
6 1.2 1.8 4.4 14.1 78.5 0.4 2.2 4.1 22.4 71.0 0.4 0.9 6.5 34.6 57.6 0.0 0.0 1.5 31.2 67.3 
7 1.2 0.3 5.0 22.1 71.5 0.4 1.6 5.1 30.2 62.7 0.4 0.4 5.6 34.8 58.9 0.0 2.1 2.7 30.6 64.5 
8 1.5 1.5 3.2 23.5 70.3 0.4 1.8 5.3 29.8 62.7 1.1 2.2 5.6 29.6 61.5 2.1 0.9 1.5 25.2 70.3 
9 0.9 7.9 6.5 30.0 54.7 6.1 2.9 8.6 33.3 49.0 1.1 2.4 7.4 34.4 54.6 3.0 3.3 3.9 36.7 53.0 
10 1.8 2.6 3.8 29.4 62.4 0.4 3.1 7.8 32.5 56.1 0.9 2.4 8.0 35.6 53.1 0.0 0.6 3.9 36.1 59.4 
11 1.2 0.9 3.8 16.5 77.6 0.0 0.0 4.5 27.1 68.4 0.0 0.2 7.6 30.4 61.9 0.0 0.3 3.3 24.8 71.5 
12 1.8 5.3 12.1 27.9 52.9 1.8 3.7 13.9 39.4 41.2 0.2 2.2 8.9 40.4 48.3 0.3 2.7 6.7 40.3 50.0 
13 1.5 1.8 5.6 22.9 68.2 0.2 1.8 6.1 29.0 62.9 1.1 1.1 7.4 36.1 54.3 1.8 2.4 3.0 25.5 67.3 
14 2.6 1.5 3.2 25.6 67.1 0.0 1.8 6.3 34.7 57.3 0.7 1.3 8.0 39.6 50.4 0.0 0.9 5.2 35.2 58.8 
15 0.9 1.5 7.1 30.9 59.7 0.0 1.6 9.6 34.7 54.1 0.9 0.7 8.5 34.8 55.0 0.6 2.1 2.1 46.1 49.1 
16 1.8 1.5 3.5 27.1 66.2 0.0 0.6 7.1 34.1 58.2 0.4 1.1 7.4 39.3 51.9 0.9 0.0 3.0 33.3 62.7 
17 1.5 3.5 5.3 28.2 61.5 0.6 2.5 6.3 32.4 58.2 0.9 2.0 7.8 37.4 51.9 0.0 0.6 4.2 40.3 54.8 
18 6.2 1.5 3.2 29.4 59.7 1.0 1.0 5.7 32.5 59.8 0.2 1.3 9.3 35.9 53.3 1.8 0.6 1.5 37.0 59.1 
19 0.6 0.6 5.0 20.9 72.9 0.4 0.2 6.1 31.8 61.6 0.0 1.7 4.4 37.6 56.3 0.0 0.9 1.8 34.8 62.4 
20 1.2 2.4 2.4 23.8 70.3 3.3 1.2 4.7 27.5 63.3 0.6 1.3 5.4 32.6 60.2 1.2 1.8 1.8 27.0 68.2 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
Appendix D 
Item Analysis (%) of Urban Locality Head Teachers 
Q Sheikhupura (N=20) Sargodha (N=30) Faisalabad (N=30) Okara (N=21) 
  SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 0.0 0.0 5.0 15.0 80.0 6.7 3.3 0.0 40.0 50.0 0.0 0.0 0.0 43.3 56.7 0.0 0.0 0.0 38.1 61.9 
2 0.0 5.0 15.0 35.0 45.0 0.0 10.0 36.7 36.7 16.7 0.0 3.3 0.0 53.3 43.3 0.0 9.5 4.8 57.1 28.6 
3 0.0 0.0 0.0 55.0 45.0 0.0 6.7 13.3 50.0 30.0 0.0 0.0 10.0 50.0 40.0 0.0 0.0 4.8 28.6 66.7 
4 0.0 5.0 0.0 25.0 70.0 0.0 6.7 3.3 53.3 36.7 0.0 0.0 0.0 40.0 60.0 0.0 0.0 0.0 28.6 71.4 
5 0.0 0.0 5.0 30.0 65.0 6.7 3.3 13.3 33.3 43.3 0.0 0.0 0.0 40.0 60.0 0.0 0.0 19.0 23.8 57.1 
6 0.0 0.0 5.0 35.0 60.0 0.0 3.3 13.3 36.7 46.7 0.0 0.0 3.3 36.7 60.0 0.0 0.0 14.3 52.4 33.3 
7 0.0 5.0 5.0 30.0 60.0 0.0 0.0 10.0 60.0 30.0 0.0 3.3 0.0 40.0 56.7 0.0 0.0 0.0 47.6 52.4 
8 0.0 0.0 5.0 45.0 50.0 0.0 6.7 3.3 53.3 36.7 0.0 0.0 6.7 50.0 43.3 0.0 0.0 0.0 33.3 66.7 
9 0.0 0.0 5.0 25.0 70.0 3.3 3.3 0.0 50.0 43.3 0.0 0.0 10.0 33.3 56.7 0.0 0.0 0.0 47.6 52.4 
10 0.0 0.0 10.0 35.0 55.0 3.3 6.7 6.7 43.3 40.0 0.0 0.0 0.0 56.7 43.3 0.0 0.0 4.8 71.4 23.8 
11 0.0 5.0 0.0 15.0 80.0 0.0 3.3 6.7 40.0 50.0 0.0 0.0 3.3 56.7 40.0 0.0 0.0 0.0 28.6 71.4 
12 0.0 5.0 0.0 40.0 55.0 3.3 10.0 3.3 53.3 30.0 0.0 0.0 3.3 50.0 46.7 0.0 4.8 0.0 42.9 52.4 
13 0.0 0.0 15.0 40.0 45.0 0.0 10.0 20.0 40.0 30.0 0.0 0.0 6.7 33.3 60.0 0.0 0.0 0.0 71.4 28.6 
14 0.0 5.0 5.0 35.0 55.0 6.7 3.3 16.7 43.3 30.0 0.0 0.0 3.3 56.7 40.0 0.0 4.8 0.0 52.4 42.9 
15 0.0 0.0 5.0 30.0 65.0 3.3 0.0 13.3 50.0 33.3 0.0 0.0 10.0 26.7 63.3 0.0 0.0 0.0 47.6 52.4 
16 0.0 0.0 5.0 45.0 50.0 0.0 6.7 6.7 70.0 16.7 0.0 0.0 3.3 53.3 43.3 0.0 0.0 4.8 33.3 61.9 
17 0.0 0.0 5.0 10.0 85.0 0.0 6.7 10.0 26.7 56.7 0.0 3.3 3.3 43.3 50.0 0.0 0.0 0.0 42.9 57.1 
18 0.0 5.0 0.0 40.0 55.0 0.0 3.3 6.7 50.0 40.0 0.0 0.0 3.3 36.7 60.0 0.0 0.0 0.0 52.4 47.6 
19 0.0 5.0 0.0 35.0 60.0 0.0 3.3 23.3 36.7 36.7 0.0 0.0 0.0 36.7 63.3 0.0 4.8 0.0 57.1 38.1 
20 0.0 0.0 5.0 25.0 70.0 3.3 3.3 6.7 50.0 36.7 0.0 0.0 10.0 33.3 56.7 0.0 0.0 0.0 47.6 52.4 
21 5.0 0.0 0.0 40.0 55.0 3.3 10.0 3.3 30.0 53.3 0.0 0.0 6.7 33.3 60.0 0.0 0.0 0.0 47.6 52.4 
22 0.0 5.0 5.0 25.0 65.0 3.3 3.3 3.3 40.0 50.0 0.0 0.0 3.3 36.7 60.0 0.0 0.0 0.0 47.6 52.4 
23 0.0 0.0 0.0 30.0 70.0 3.3 0.0 10.0 23.3 63.3 0.0 0.0 0.0 26.7 73.3 0.0 0.0 0.0 28.6 71.4 
24 0.0 0.0 5.0 35.0 60.0 0.0 0.0 6.7 26.7 66.7 0.0 0.0 0.0 33.3 66.7 0.0 0.0 4.8 38.1 57.1 
25 0.0 5.0 0.0 20.0 75.0 0.0 0.0 10.0 36.7 53.3 0.0 0.0 0.0 40.0 60.0 0.0 4.8 0.0 33.3 61.9 
26 0.0 0.0 10.0 15.0 75.0 0.0 0.0 0.0 50.0 50.0 0.0 0.0 3.3 33.3 63.3 0.0 0.0 0.0 42.9 57.1 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
Appendix E 
Item Analysis (%) of Urban Locality Peer Teachers 
Q Sheikhupura (N=40) Sargodha (N=60) Faisalabad (N=60) Okara (N=42) 
  SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 0.0 0.0 0.0 27.5 72.5 1.7 0.0 0.0 28.3 70.0 0.0 0.0 0.0 31.7 68.3 0.0 0.0 0.0 28.6 71.4 
2 0.0 2.5 10.0 17.5 70.0 0.0 3.3 8.3 51.7 36.7 0.0 0.0 1.7 45.0 53.3 0.0 0.0 2.4 47.6 50.0 
3 0.0 0.0 7.5 35.0 57.5 0.0 3.3 5.0 43.3 48.3 0.0 1.7 3.3 51.7 43.3 0.0 4.8 0.0 33.3 61.9 
4 0.0 0.0 0.0 22.5 77.5 0.0 1.7 3.3 31.7 63.3 0.0 1.7 0.0 31.7 66.7 0.0 0.0 2.4 35.7 61.9 
5 0.0 0.0 17.5 35.0 47.5 0.0 0.0 6.7 60.0 33.3 0.0 3.3 6.7 50.0 40.0 0.0 0.0 0.0 61.9 38.1 
6 0.0 0.0 7.5 50.0 42.5 0.0 5.0 5.0 45.0 45.0 0.0 1.7 8.3 41.7 48.3 0.0 0.0 11.9 33.3 54.8 
7 0.0 2.5 2.5 35.0 60.0 1.7 1.7 1.7 31.7 63.3 0.0 0.0 0.0 41.7 58.3 0.0 0.0 2.4 33.3 64.3 
8 0.0 5.0 0.0 47.5 47.5 0.0 0.0 3.3 31.7 65.0 0.0 3.3 1.7 38.3 56.7 0.0 0.0 0.0 26.2 73.8 
9 0.0 0.0 5.0 37.5 57.5 0.0 5.0 1.7 36.7 56.7 0.0 1.7 0.0 28.3 70.0 0.0 0.0 0.0 57.1 42.9 
10 0.0 2.5 10.0 37.5 50.0 0.0 5.0 6.7 55.0 33.3 0.0 0.0 1.7 46.7 51.7 0.0 7.1 4.8 52.4 35.7 
11 2.5 0.0 5.0 45.0 47.5 0.0 3.3 0.0 40.0 56.7 0.0 1.7 1.7 45.0 51.7 0.0 0.0 0.0 38.1 61.9 
12 0.0 7.5 0.0 30.0 62.5 0.0 1.7 8.3 45.0 45.0 0.0 0.0 3.3 46.7 50.0 0.0 0.0 0.0 54.8 45.2 
13 2.5 0.0 5.0 32.5 60.0 3.3 1.7 5.0 26.7 63.3 0.0 1.7 0.0 36.7 61.7 0.0 0.0 2.4 26.2 71.4 
14 2.5 0.0 5.0 42.5 50.0 0.0 0.0 11.7 40.0 48.3 0.0 0.0 1.7 45.0 53.3 0.0 0.0 4.8 38.1 57.1 
15 0.0 0.0 5.0 45.0 50.0 0.0 3.3 3.3 33.3 60.0 0.0 0.0 3.3 45.0 51.7 0.0 4.8 2.4 42.9 50.0 
16 0.0 2.5 2.5 45.0 50.0 1.7 1.7 1.7 48.3 46.7 0.0 5.0 1.7 43.3 50.0 0.0 4.8 4.8 42.9 47.6 
17 0.0 2.5 10.0 47.5 40.0 0.0 1.7 5.0 41.7 51.7 0.0 3.3 6.7 53.3 36.7 0.0 0.0 9.5 40.5 50.0 
18 0.0 2.5 0.0 37.5 60.0 0.0 1.7 3.3 28.3 66.7 0.0 1.7 0.0 40.0 58.3 0.0 0.0 4.8 38.1 57.1 
19 0.0 0.0 10.0 47.5 42.5 0.0 1.7 5.0 36.7 56.7 0.0 3.3 0.0 43.3 53.3 0.0 4.8 2.4 35.7 57.1 
20 0.0 2.5 2.5 35.0 60.0 0.0 5.0 5.0 45.0 45.0 0.0 0.0 0.0 43.3 56.7 0.0 0.0 2.4 42.9 54.8 
21 5.0 5.0 10.0 30.0 50.0 5.0 3.3 5.0 51.7 35.0 0.0 1.7 3.3 51.7 43.3 0.0 0.0 2.4 40.5 57.1 
22 0.0 2.5 0.0 27.5 70.0 1.7 0.0 1.7 40.0 56.7 0.0 1.7 0.0 45.0 53.3 0.0 0.0 2.4 33.3 64.3 
23 0.0 0.0 2.5 50.0 47.5 0.0 0.0 5.0 41.7 53.3 0.0 0.0 0.0 50.0 50.0 0.0 0.0 0.0 38.1 61.9 
24 0.0 0.0 20.0 32.5 47.5 6.7 1.7 16.7 35.0 40.0 0.0 0.0 6.7 35.0 58.3 0.0 0.0 21.4 45.2 33.3 
25 0.0 0.0 5.0 40.0 55.0 0.0 0.0 1.7 26.7 71.7 0.0 1.7 3.3 33.3 61.7 0.0 0.0 2.4 35.7 61.9 
26 0.0 0.0 7.5 20.0 72.5 0.0 0.0 1.7 23.3 75.0 0.0 0.0 0.0 28.3 71.7 0.0 0.0 4.8 33.3 61.9 
27 0.0 2.5 2.5 37.5 57.5 0.0 0.0 1.7 45.0 53.3 0.0 0.0 1.7 40.0 58.3 0.0 0.0 2.4 45.2 52.4 
28 0.0 2.5 15.0 30.0 52.5 1.7 3.3 5.0 40.0 50.0 0.0 1.7 8.3 53.3 36.7 0.0 4.8 0.0 52.4 42.9 
29 2.5 0.0 0.0 32.5 65.0 0.0 0.0 5.0 28.3 66.7 0.0 1.7 5.0 33.3 60.0 0.0 0.0 0.0 35.7 64.3 
30 0.0 0.0 5.0 17.5 77.5 1.7 0.0 5.0 26.7 66.7 0.0 1.7 0.0 33.3 65.0 0.0 0.0 9.5 31.0 59.5 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
Appendix F 
Item Analysis (%) of Urban Locality Students 
Q Sheikhupura(N=100)   Sargodha 
(N=150) 
   Faisalabad 
(N=150) 
   Okara 
(N=105) 
   
 SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 0.0 0.0 4.0 18.0 78.0 0.0 0.0 0.7 20.0 79.3 0.0 0.0 3.3 18.7 78.0 0.0 0.0 1.0 29.5 69.5 
2 0.0 0.0 3.0 19.0 78.0 0.0 0.0 2.0 26.0 72.0 0.0 1.3 2.7 14.7 81.3 0.0 0.0 1.9 26.7 71.4 
3 1.0 1.0 6.0 15.0 77.0 2.0 0.0 3.3 26.7 68.0 0.7 0.7 0.0 22.0 76.7 0.0 1.0 1.9 39.0 58.1 
4 3.0 2.0 11.0 33.0 51.0 1.3 2.0 9.3 32.7 54.7 0.0 0.7 4.0 30.7 64.7 0.0 1.0 3.8 24.8 70.5 
5 0.0 1.0 4.0 26.0 69.0 0.0 0.7 8.0 35.3 56.0 2.7 1.3 0.0 37.3 58.7 0.0 2.9 6.7 36.2 54.3 
6 0.0 1.0 2.0 11.0 86.0 0.7 0.7 0.7 16.0 82.0 0.0 0.0 1.3 32.0 66.7 0.0 0.0 1.0 28.6 70.5 
7 1.0 0.0 7.0 17.0 75.0 0.0 2.0 2.7 28.0 67.3 0.7 0.0 0.7 28.0 70.7 0.0 0.0 3.8 28.6 67.6 
8 0.0 0.0 5.0 20.0 75.0 0.0 2.0 2.0 21.3 74.7 0.7 3.3 1.3 21.3 73.3 0.0 1.9 0.0 17.1 81.0 
9 2.0 3.0 11.0 28.0 56.0 0.0 2.0 8.0 30.7 59.3 0.0 3.3 0.7 30.7 65.3 0.0 4.8 2.9 38.1 54.3 
10 0.0 0.0 4.0 26.0 70.0 0.7 1.3 1.3 29.3 67.3 0.0 0.7 0.7 31.3 67.3 0.0 0.0 1.0 38.1 61.0 
11 0.0 0.0 5.0 13.0 82.0 0.0 0.0 2.7 22.0 75.3 0.0 0.0 2.7 24.0 73.3 0.0 0.0 1.0 21.9 77.1 
12 0.0 0.0 13.0 24.0 63.0 0.7 1.3 12.7 42.0 43.3 0.0 4.0 1.3 36.0 58.7 1.0 6.7 6.7 23.8 61.9 
13 0.0 0.0 6.0 25.0 69.0 0.7 1.3 3.3 21.3 73.3 2.7 0.7 2.7 30.0 64.0 0.0 1.0 4.8 21.9 72.4 
14 0.0 0.0 2.0 29.0 69.0 0.0 2.0 2.0 32.7 63.3 0.7 1.3 2.0 36.7 59.3 0.0 1.0 3.8 22.9 72.4 
15 0.0 1.0 9.0 22.0 68.0 0.0 4.0 4.0 32.0 60.0 0.0 0.0 0.0 32.0 68.0 0.0 1.0 1.0 45.7 52.4 
16 1.0 0.0 4.0 23.0 72.0 0.0 1.3 5.3 27.3 66.0 0.0 0.0 1.3 38.0 60.7 0.0 0.0 1.9 35.2 62.9 
17 0.0 0.0 7.0 24.0 69.0 0.0 2.7 5.3 34.0 58.0 2.0 0.7 2.0 32.7 62.7 0.0 0.0 4.8 28.6 66.7 
18 1.0 0.0 8.0 23.0 68.0 1.3 0.7 2.7 24.7 70.7 0.0 0.0 1.3 36.0 62.7 0.0 0.0 1.9 39.0 59.0 
19 0.0 0.0 6.0 17.0 77.0 0.7 0.0 1.3 24.7 73.3 0.0 2.0 2.0 30.0 66.0 0.0 1.0 1.9 21.9 75.2 
20 0.0 1.0 2.0 23.0 74.0 0.7 0.0 2.0 30.0 67.3 0.0 0.0 0.0 29.3 70.7 0.0 3.8 3.8 24.8 67.6 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
Appendix G 
Item Analysis (%) of Rural Locality Head Teachers 
Q Sheikhupura (N=48) Sargodha (N=72) Faisalabad (N=78) Okara (N=45) 
  SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 0.0 0.0 0.0 31.3 68.8 0.0 0.0 0.0 33.3 66.7 0.0 1.3 7.7 38.5 52.6 0.0 0.0 2.2 31.1 66.7 
2 0.0 2.1 10.4 31.3 56.3 0.0 5.6 5.6 50.0 38.9 1.3 9.0 10.3 39.7 39.7 0.0 4.4 6.7 53.3 35.6 
3 0.0 2.1 8.3 39.6 50.0 0.0 2.8 6.9 52.8 37.5 1.3 1.3 9.0 43.6 44.9 0.0 0.0 4.4 57.8 37.8 
4 0.0 4.2 0.0 31.3 64.6 0.0 4.2 1.4 48.6 45.8 0.0 3.8 9.0 43.6 43.6 2.2 2.2 2.2 31.1 62.2 
5 0.0 2.1 6.3 37.5 54.2 1.4 1.4 2.8 41.7 52.8 1.3 3.8 6.4 38.5 50.0 0.0 0.0 6.7 37.8 55.6 
6 0.0 2.1 2.1 37.5 58.3 0.0 1.4 2.8 37.5 58.3 0.0 1.3 3.8 59.0 35.9 0.0 0.0 0.0 62.2 37.8 
7 2.1 4.2 2.1 31.3 60.4 1.4 1.4 5.6 48.6 43.1 0.0 3.8 7.7 51.3 37.2 0.0 2.2 8.9 37.8 51.1 
8 0.0 2.1 4.2 45.8 47.9 0.0 2.8 5.6 55.6 36.1 0.0 2.6 10.3 42.3 44.9 0.0 0.0 8.9 53.3 37.8 
9 0.0 0.0 2.1 33.3 64.6 0.0 0.0 2.8 37.5 59.7 0.0 5.1 5.1 37.2 52.6 0.0 0.0 2.2 33.3 64.4 
10 0.0 4.2 10.4 35.4 50.0 0.0 2.8 5.6 48.6 43.1 0.0 0.0 10.3 50.0 39.7 0.0 2.2 8.9 40.0 48.9 
11 0.0 0.0 8.3 41.7 50.0 0.0 0.0 1.4 59.7 38.9 2.6 1.3 10.3 48.7 37.2 0.0 0.0 11.1 48.9 40.0 
12 0.0 0.0 8.3 35.4 56.3 0.0 0.0 5.6 37.5 56.9 1.3 2.6 5.1 32.1 59.0 4.4 0.0 4.4 40.0 51.1 
13 0.0 0.0 6.3 47.9 45.8 0.0 1.4 2.8 48.6 47.2 0.0 2.6 9.0 41.0 47.4 0.0 0.0 6.7 46.7 46.7 
14 0.0 4.2 10.4 37.5 47.9 0.0 2.8 5.6 50.0 41.7 1.3 3.8 9.0 43.6 42.3 0.0 2.2 4.4 60.0 33.3 
15 0.0 2.1 0.0 27.1 70.8 0.0 2.8 1.4 40.3 55.6 0.0 1.3 9.0 37.2 52.6 0.0 0.0 11.1 40.0 48.9 
16 0.0 2.1 4.2 33.3 60.4 0.0 1.4 4.2 40.3 54.2 0.0 0.0 9.0 48.7 42.3 0.0 2.2 2.2 53.3 42.2 
17 0.0 2.1 4.2 35.4 58.3 0.0 1.4 1.4 45.8 51.4 0.0 2.6 6.4 42.3 48.7 0.0 0.0 2.2 48.9 48.9 
18 0.0 2.1 6.3 33.3 58.3 0.0 2.8 4.2 43.1 50.0 0.0 1.3 7.7 52.6 38.5 2.2 4.4 8.9 42.2 42.2 
19 0.0 2.1 8.3 35.4 54.2 0.0 0.0 2.8 44.4 52.8 0.0 6.4 5.1 44.9 43.6 0.0 0.0 8.9 62.2 28.9 
20 0.0 6.3 8.3 33.3 52.1 0.0 4.2 9.7 40.3 45.8 0.0 1.3 11.5 53.8 33.3 0.0 0.0 2.2 46.7 51.1 
21 0.0 0.0 10.4 29.2 60.4 0.0 0.0 5.6 43.1 51.4 0.0 2.6 7.7 37.2 52.6 0.0 6.7 2.2 53.3 37.8 
22 2.1 6.3 4.2 25.0 62.5 2.8 2.8 5.6 40.3 48.6 2.6 1.3 5.1 42.3 48.7 4.4 2.2 4.4 40.0 48.9 
23 2.1 0.0 8.3 18.8 70.8 2.8 0.0 2.8 31.9 62.5 0.0 1.3 5.1 38.5 55.1 0.0 2.2 0.0 35.6 62.2 
24 2.1 0.0 2.1 14.6 81.3 4.2 4.2 4.2 20.8 66.7 0.0 0.0 5.1 30.8 64.1 0.0 4.4 0.0 33.3 62.2 
25 0.0 0.0 6.3 25.0 68.8 1.4 0.0 0.0 37.5 61.1 0.0 1.3 3.8 38.5 56.4 0.0 0.0 4.4 42.2 53.3 
26 0.0 0.0 2.1 31.3 66.7 1.4 0.0 0.0 31.9 66.7 0.0 2.6 3.8 35.9 57.7 0.0 4.4 2.2 42.2 51.1 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
Appendix H 
Item Analysis (%) of Rural Locality Peer Teachers 
Q Sheikhupura (N=96) Sargodha (N=144) Faisalabad (N=156) Okara (N=90) 
  SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 0.0 0.0 1.0 19.8 79.2 0.0 0.7 4.2 24.3 70.8 0.0 0.6 6.4 26.3 66.7 0.0 0.0 0.0 17.8 82.2 
2 0.0 0.0 1.0 46.9 52.1 0.0 3.5 7.6 45.8 43.1 0.0 2.6 10.3 41.0 46.2 0.0 0.0 2.2 50.0 47.8 
3 0.0 0.0 12.5 29.2 58.3 0.0 0.0 9.7 39.6 50.7 0.6 3.2 8.3 45.5 42.3 0.0 0.0 3.3 56.7 40.0 
4 0.0 1.0 6.3 33.3 59.4 0.0 0.0 8.3 30.6 61.1 0.6 0.6 7.7 38.5 52.6 0.0 0.0 2.2 35.6 62.2 
5 0.0 0.0 5.2 50.0 44.8 0.0 3.5 8.3 38.9 49.3 0.6 1.9 12.8 40.4 44.2 2.2 0.0 6.7 57.8 33.3 
6 0.0 1.0 3.1 43.8 52.1 0.0 2.1 9.7 38.2 50.0 2.6 6.4 10.9 42.9 37.2 0.0 2.2 5.6 40.0 52.2 
7 0.0 0.0 4.2 37.5 58.3 0.0 2.8 5.6 38.2 53.5 0.6 1.3 9.6 38.5 50.0 0.0 2.2 4.4 40.0 53.3 
8 0.0 0.0 7.3 41.7 51.0 0.0 3.5 4.9 40.3 51.4 0.0 1.9 7.1 44.2 46.8 2.2 2.2 1.1 40.0 54.4 
9 0.0 0.0 1.0 46.9 52.1 2.1 0.0 11.8 30.6 55.6 1.3 0.0 7.7 46.2 44.9 0.0 0.0 3.3 40.0 56.7 
10 0.0 1.0 6.3 42.7 50.0 0.7 4.9 4.9 40.3 49.3 2.6 1.3 10.9 51.3 34.0 0.0 3.3 2.2 51.1 43.3 
11 0.0 0.0 4.2 42.7 53.1 2.1 0.0 6.3 36.8 54.9 1.3 0.6 8.3 32.7 57.1 2.2 0.0 1.1 42.2 54.4 
12 0.0 0.0 5.2 49.0 45.8 0.0 0.0 4.9 45.1 50.0 0.6 1.3 10.3 42.9 44.9 0.0 0.0 6.7 42.2 51.1 
13 0.0 1.0 7.3 32.3 59.4 0.0 0.7 8.3 34.0 56.9 0.6 1.3 8.3 34.0 55.8 0.0 3.3 0.0 33.3 63.3 
14 0.0 1.0 8.3 41.7 49.0 0.0 2.8 6.9 37.5 52.8 2.6 1.3 7.7 39.1 49.4 0.0 1.1 2.2 36.7 60.0 
15 0.0 0.0 5.2 42.7 52.1 2.1 2.1 6.9 42.4 46.5 1.3 0.6 9.0 39.1 50.0 3.3 1.1 2.2 37.8 55.6 
16 0.0 0.0 1.0 35.4 63.5 0.0 2.8 9.7 33.3 54.2 0.0 3.2 9.6 42.3 44.9 0.0 0.0 3.3 38.9 57.8 
17 0.0 0.0 7.3 45.8 46.9 0.0 5.6 11.8 33.3 49.3 0.6 0.6 11.5 44.2 42.9 0.0 0.0 2.2 50.0 47.8 
18 0.0 1.0 2.1 42.7 54.2 0.0 0.0 9.7 37.5 52.8 0.0 1.3 11.5 37.8 49.4 1.1 2.2 3.3 38.9 54.4 
19 0.0 0.0 7.3 44.8 47.9 0.0 0.0 8.3 42.4 49.3 1.3 1.3 10.3 41.0 46.2 0.0 2.2 1.1 36.7 60.0 
20 0.0 1.0 3.1 43.8 52.1 0.0 0.7 4.9 42.4 52.1 0.0 1.9 8.3 39.1 50.6 0.0 0.0 3.3 42.2 54.4 
21 0.0 3.1 6.3 45.8 44.8 2.1 7.6 10.4 37.5 42.4 2.6 1.3 9.6 43.6 42.9 1.1 0.0 2.2 46.7 50.0 
22 0.0 0.0 5.2 37.5 57.3 2.1 0.0 11.1 29.9 56.9 1.3 0.0 9.6 38.5 50.6 0.0 0.0 2.2 46.7 51.1 
23 0.0 0.0 2.1 36.5 61.5 0.0 2.8 4.2 33.3 59.7 0.0 1.9 9.0 41.0 48.1 0.0 2.2 1.1 47.8 48.9 
24 0.0 1.0 8.3 43.8 46.9 1.4 6.3 13.2 43.1 36.1 0.6 6.4 9.6 46.2 37.2 2.2 2.2 4.4 51.1 40.0 
25 0.0 0.0 9.4 38.5 52.1 0.0 0.7 9.0 36.8 53.5 0.6 0.0 7.1 32.1 60.3 0.0 3.3 3.3 34.4 58.9 
26 0.0 0.0 3.1 29.2 67.7 2.1 0.0 7.6 29.9 60.4 0.0 1.3 5.8 33.3 59.6 0.0 0.0 2.2 27.8 70.0 
27 0.0 0.0 5.2 46.9 47.9 2.1 0.0 9.0 36.1 52.8 0.0 1.3 6.4 37.8 54.5 2.2 1.1 1.1 41.1 54.4 
28 0.0 1.0 2.1 38.5 58.3 4.2 1.4 8.3 40.3 45.8 1.3 1.9 9.0 46.2 41.7 0.0 0.0 3.3 57.8 38.9 
29 0.0 0.0 5.2 32.3 62.5 0.0 0.0 6.3 33.3 60.4 0.0 1.3 9.0 39.1 50.6 0.0 2.2 3.3 34.4 60.0 
30 0.0 0.0 3.1 22.9 74.0 0.0 2.1 4.9 25.7 67.4 0.0 0.0 9.0 22.4 68.6 0.0 0.0 1.1 20.0 78.9 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
Appendix I 
Item Analysis (%) of Rural Locality Students 
Q Sheikhupura (N=240) Sargodha (N=360) Faisalabad (N=390) Okara (N=225) 
  SD D UN A SA SD D UN A SA SD D UN A SA SD D UN A SA 
1 1.3 0.8 0.8 13.8 83.3 0.0 0.3 5.3 21.1 73.3 0.0 0.0 9.7 21.5 68.7 0.0 0.0 0.9 16.4 82.7 
2 0.4 2.1 2.5 27.1 67.9 0.3 0.0 4.4 35.0 60.3 2.3 0.8 9.2 33.1 54.6 0.9 0.0 1.3 36.4 61.3 
3 3.3 2.5 5.0 26.7 62.5 0.3 2.2 8.6 31.4 57.5 2.1 2.3 7.2 34.9 53.6 1.8 7.6 2.2 29.3 59.1 
4 1.3 1.7 5.8 35.0 56.3 0.6 5.8 7.8 41.4 44.4 2.1 2.6 9.7 43.6 42.1 0.0 4.0 6.2 41.3 48.4 
5 0.8 2.1 5.4 37.1 54.6 0.0 1.7 7.2 40.8 50.3 0.0 5.4 12.3 35.1 47.2 0.0 1.8 7.1 48.9 42.2 
6 1.7 2.1 5.4 15.4 75.4 0.3 2.8 5.6 25.0 66.4 0.5 1.3 8.5 35.6 54.1 0.0 0.0 1.8 32.4 65.8 
7 1.3 0.4 4.2 24.2 70.0 0.6 1.4 6.1 31.1 60.8 0.3 0.5 7.4 37.4 54.4 0.0 3.1 2.2 31.6 63.1 
8 2.1 2.1 2.5 25.0 68.3 0.6 1.7 6.7 33.3 57.8 1.3 1.8 7.2 32.8 56.9 3.1 0.4 2.2 28.9 65.3 
9 0.4 10.0 4.6 30.8 54.2 8.6 3.3 8.9 34.4 44.7 1.5 2.1 10.0 35.9 50.5 4.4 2.7 4.4 36.0 52.4 
10 2.5 3.8 3.8 30.8 59.2 0.3 3.9 10.6 33.9 51.4 1.3 3.1 10.8 37.2 47.7 0.0 0.9 5.3 35.1 58.7 
11 1.7 1.3 3.3 17.9 75.8 0.0 0.0 5.3 29.2 65.6 0.0 0.3 9.5 32.8 57.4 0.0 0.4 4.4 26.2 68.9 
12 2.5 7.5 11.7 29.6 48.8 2.2 4.7 14.4 38.3 40.3 0.3 1.5 11.8 42.1 44.4 0.0 0.9 6.7 48.0 44.4 
13 2.1 2.5 5.4 22.1 67.9 0.0 1.9 7.2 32.2 58.6 0.5 1.3 9.2 38.5 50.5 2.7 3.1 2.2 27.1 64.9 
14 3.8 2.1 3.8 24.2 66.3 0.0 1.7 8.1 35.6 54.7 0.8 1.3 10.3 40.8 46.9 0.0 0.9 5.8 40.9 52.4 
15 1.3 1.7 6.3 34.6 56.3 0.0 0.6 11.9 35.8 51.7 1.3 1.0 11.8 35.9 50.0 0.9 2.7 2.7 46.2 47.6 
16 2.1 2.1 3.3 28.8 63.8 0.0 0.3 7.8 36.9 55.0 0.5 1.5 9.7 39.7 48.5 1.3 0.0 3.6 32.4 62.7 
17 2.1 5.0 4.6 30.0 58.3 0.8 2.5 6.7 31.7 58.3 0.5 2.6 10.0 39.2 47.7 0.0 0.9 4.0 45.8 49.3 
18 8.3 2.1 1.3 32.1 56.3 0.8 1.1 6.9 35.8 55.3 0.3 1.8 12.3 35.9 49.7 2.7 0.9 1.3 36.0 59.1 
19 0.8 0.8 4.6 22.5 71.3 0.3 0.3 8.1 34.7 56.7 0.0 1.5 5.4 40.5 52.6 0.0 0.9 1.8 40.9 56.4 
20 1.7 2.9 2.5 24.2 68.8 4.4 1.7 5.8 26.4 61.7 0.8 1.8 7.4 33.8 56.2 1.8 0.9 0.9 28.0 68.4 
 SD = Strongly agree; D = Disagree; UN = Undecided; A = Agree; SA = Strongly disagree 
    Appendix J 
                         
COVERING LETTER FOR HEAD TEACHERS’ QUESTIONNAIRE 
Respected Head Teacher………………………………..ASSALAM-O-ALAIKUM, 
                                                                                                                                        I am 
conducting a research study on the topic,                                                                EFFECT 
OF CONTINUOUS PROFESSIONAL DEVELOPMENT TEACHERS PROGRAM ON 
THE PERFORMANCE OF PRIMARY SCHOOL TEACHERS, to fulfill partially the 
requirements for the degree of Ph. D in education. For this purpose a questionnaire 
comprising 5-point likert scale is attached herewith to find out your expert opinion about the 
teacher …..…………………………………………………, who has received/taken training 
through Continuous Professional Development (CPD) Teachers Program, performing duties 
under your supervision. Your information will be kept strictly confidential and will only be 
used for the research purposes. Your cooperation in this regard will highly be appreciated. 
I shall be grateful to you personally for your earliest response. 
Please give the following information.                  
1) Name …..…………………………………………………………………………..                       
2) Age ………………………………………………………………………………… 
3) Academic Qualification…………………………………………………………..                                             
4) Professional Qualification……………………………………………………… 
5) Experience as a Head Teacher……………………………………………………….. 
6) School Address ……………………………………Tehsil & Distt. ………………     
Phone No………………….. 
7) (Optional) Sign and Stamp………………………………………. 
                                                                                       FAIZ-UL-HASSAN SHAH 
                                                                                       Ph. D. Scholar                               
Appendix K 
 
COVERING LETTER FOR PEER TEACHERS’ QUESTIONNAIRE 
 
Respected Teacher………………………………..ASSALAM-O-ALAIKUM, 
                                                                                                                               I am 
conducting a research study on the topic, EFFECT OF CONTINUOUS PROFESSIONAL 
DEVELOPMENT TEACHERS PROGRAM ON THE PERFORMANCE OF PRIMARY 
SCHOOL TEACHERS, to fulfill partially the requirements for the degree of Ph. D in 
education. For this purpose a questionnaire comprising 5-point likert scale is attached 
herewith to find out your expert opinion about the effects of Continuous Professional 
Development (CPD) Teachers Program because you are a peer of the participant/trainee 
teacher …..………………………………………………… Your information will be kept 
strictly confidential and will only be used for the research purposes. Your cooperation in this 
regard will highly be appreciated. 
I shall be grateful to you personally for your earliest response. 
Please give the following information. 
1) Name ………………………………………………………………………..                       
2) Age...………………………………………………………………………… 
3) Academic Qualification…………………………………………………………..                                             
4) Professional Qualification……………………………………………………… 
5) Experience as a Teacher………………………………………………………..                  
6) School Address……………………………………Tehsil & Distt ………………. 
…………….. Phone No ………………….. 
7) (Optional) Sign and Stamp………………………………… 
   FAIZ-UL-HASSAN 
SHAH                                                                                                                                  
                                                                                                               Ph. D. Scholar           
 
